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ABSTRACT 
 
 This study investigated if accounting graduates from Louisiana State University, 
a public institution, perceived that their accounting curriculum enhanced the 
development of their personal competencies of professional demeanor, problem 
solving/decision making, interaction, leadership, and communication.  A survey mailed 
to accounting graduates who graduated from Fall 1999 to Spring 2002 was used to 
gather the data for the study.  Responses from graduates with different curricular paths 
were compared to determine if significant differences existed in their perceptions of the 
development of their personal competencies.  Results revealed that no significant 
difference exists in the perception of the development of personal competencies among 
graduates who completed a 150-hour curriculum and those who did not.  Responses 
from graduates who currently work in different job positions were also compared to 
determine if significant differences existed in their perceptions of the development of 
their personal competencies.  For the competencies of professional demeanor, problem 
solving/decision making, leadership, and communication, no significant differences 
exist regarding their perceptions of the development of their personal competencies.  
For the competency of interaction, a significant difference was found between the 
“industry” and “other” groups.  When asked to describe the types of written and oral 
communication that entry- level accounting professionals perform regularly, respondents 
stressed the frequency of written documentation of work performed and oral and written 
communication with clients and co-workers.  Finally, course- and activity-specific 
information was collected to provide feedback to the department of accounting of 
Louisiana State University regarding areas for potential improvements in the 
 x 
development of personal competencies. Recommendations for the accounting 
department include incorporating activities in the accounting program that develop 
leadership skills and professional demeanor skills. 
 
 1 
CHAPTER 1 – INTRODUCTION 
The accounting profession has debated the idea of postbaccalaureate education 
for nearly 40 years.  Now that a majority of states have had the 150-hour requirement in 
effect for several years (AICPA, 2003d), it should be possible to evaluate if the 
objectives of the educational requirement are being met.  The purpose of this study is to 
determine if accounting graduates perceive that their accounting curriculum enhanced 
the development of their personal competencies.  
For the last two decades, accounting professionals and academics have been 
calling for changes in accounting education.  It has been suggested that with the dawn 
of the information age, accounting education should move away from technical, rule-
based teaching and focus on (a) using and developing accounting information for 
economic decision making and (b) developing lifelong learning skills in accounting 
students  (Accounting Education Change Commission [AECC], 1990; Albrecht & Sack, 
2000; American Accounting Association [AAA], 1986).  Similarly, since the 1950s, 
accounting education has been a controversial topic within the American Institute of 
Certified Public Accountants (AICPA), the national, professional association fo r 
certified public accountants (CPAs).  The AICPA membership has debated the issue of 
requiring postbaccalaureate education as a requirement for a CPA certificate.  
Proponents argued that five years of education were needed just to obtain basic 
competence in the body of knowledge of accounting (AICPA, 2003b).  Ultimately, in 
January 1988, members of the AICPA took a bold step and approved the 150-hour 
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requirement for application for membership in the AICPA after the year 2000.1  
Essentially, individuals wanting to pursue a career in accounting, including membership 
in the AICPA, must complete 150 hours of college- level education and pass the 
Uniform Professional Examination, also known as the CPA exam (AICPA, 2003b; 
Harrison, Chesser, & Conway, 1991; Riordan & Sullivan, 1998).  Note, however, that a 
licensed CPA does not have to be a member of the AICPA to practice public 
accountancy (National Association of State Boards of Accountancy [NASBA], 2002).  
The requirements to become a CPA vary by state (see Appendix A for a listing of state 
requirements).    
Two primary factors leading to the development of the 150-hour requirement 
are: (1) a recognition that accounting is a dynamic profession requiring its entrants to 
have a broad array of skills and (2) a realization that five years of study were needed to 
obtain the body of knowledge required to enter the profession (AICPA, 2003b).  The 
AICPA’s stated objective for the 150-hour requirement is as follows: 
To improve the overall quality of work performed by CPAs confronted with 
advancing technology, an increasingly complex business environment, and 
society’s continuing demand for accounting and assurance services.  Expanding 
the education requirement to 150-hours will provide the opportunity for a well-
rounded education, and will enable CPAs to acquire the basic accounting and 
business knowledge and to develop the skills needed to support lifelong 
professional careers. (AICPA, 2003b, p.1) 
 
To provide guidance to states as they changed their requirements to meet the 
150-hour rule, the AICPA and the NASBA published the AICPA/NASBA Guide for the 
Implementation of the 150-Hour Education Requirement (The Guide).  The model 
proposed in the Guide is flexible to allow educational institutions to design their own 
                                                                 
1 An affiliate membership is also available to college students and recent college graduates who are in the 
workforce and who have not yet passed the CPA exam (AICPA, 2003e). 
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curricula.  The only specific stipulation is that a minimum of 24 semester hours each of 
accounting and business courses must be completed and result in a baccalaureate or 
higher degree with a concentration in accounting (AICPA, 2003a).  The Guide specifies 
four conditions for determining if a candidate for the CPA exam has met the 150-hour 
education requirements, which are presented in Table 1.  A candidate must meet one of 
the four conditions.  Note that to allow for maximum flexibility, the conditions do not 
refer to specific courses, number of hours for each course, or when the “concentration in 
accounting” must occur.  These specifics are left to the discretion of state boards and/or 
educational institutions.  Also, the conditions do not require a degree in account ing, just 
that a minimum of accounting and business hours be completed (Nelson, 1991). 
The AICPA developed The Core Competency Framework for Entry into the 
Accounting Profession (The Framework) as an online resource for educators as they 
revise accounting courses and programs.  The Framework is defined as “a set of 
requisite competencies for all students preparing to enter the newly envisioned 
accounting profession that is positioned higher on the information value chain” 
(AICPA, 2003g, p. 1).  The Framework is divided into three categories: (1) personal, (2) 
functional, and (3) broad business perspective competencies, which are summarized in 
Table 2.  
The 150-hour requirement has been and continues to be a controversial topic in 
both practice and research (Deppe, Smith, & Stice, 1992; Riordan & Sullivan, 1998).  
Supporters of the requirement argue the advantages of another year of education include 
higher starting salaries, attraction of better students, better preparation of students for 
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Table 1 
Four Conditions for Determining if a Candidate for the CPA Exam has Met the 150- 
Hour Education Requirement 
 
 
Candidates must meet one of the following four conditions: 
 
1. Earned a graduate degree with a concentration in accounting from an accounting 
program or department that is accredited (level three accreditationa) by an accrediting 
agency recognized by the state board. 
 2. Earned a graduate degree from a business school or college of business that is 
accredited (level two accreditationb) by an accrediting agency recognized by the state 
board and completed at least 24 semester hours in accounting at the undergraduate 
level or 15 semester hours at the graduate level, or an equivalent combination 
thereof, including courses covering the subjects of financial account ing, auditing, 
taxation, and management accounting. 
3. Earned a baccalaureate degree from a business school or college of business that is 
accredited (level two accreditationb) by an accrediting agency recognized by the state 
board and completed 24 semester hours in accounting at the undergraduate or 
graduate level, including courses covering the subjects of financial accounting, 
auditing, taxation, and management accounting; and completed at least 24 semester 
hours in business courses (other than accounting courses) at the undergraduate or 
graduate level. 
 
         (table continues) 
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Table 1. (continued) 
 
4. Earned a baccalaureate or higher degree from an accredited educational institution 
(level one accreditationc) including: 
a. at least 24 semester hours of accounting at the upper division or graduate 
level, including courses covering the subjects of financial accounting, 
auditing, taxation, and management accounting (an upper division course 
is normally defined as a course taken at the junior or senior level.  In 
accounting, this would normally be all courses taken beyond the 
elementary level.); and 
b. at least 24 semester hours in business courses (other than accounting 
courses) at the undergraduate or graduate level. 
Note. From AICPA (2003a). 
aAccreditation of the educational institution as a whole.  bAccreditation of the business 
school or college of business within the educational institution.  cAccreditation of the 
accounting program or accounting department. 
 
entry into the profession, faster advancement, higher passing rates on the CPA exam, 
and lower employment turnover rates (Deppe et al., 1992; Novin & Tucker, 1993; 
Siegel, 1987; Siegel & Spiceland, 1988).  Critics of the requirement argue the 
disadvantages are an immediate shortage in supply of accounting graduates, increased 
opportunity costs for students, and increased operating costs for educational institutions 
(Albrecht & Sack, 2000; Riordan & Sullivan, 1998).  Critics have become especially 
vocal in the late 1990s and early 2000s as several years have passed since some states 
have implemented the 150-hour requirement.  In fact, Albrecht and Sack (2000) go so  
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Table 2 
 
AICPA Core Competency Framework for Entry into the Accounting Profession  
 
Competency         Description           Examples 
Category  
       
 
Personal   Relate to the attitudes and   Professional demeanor, 
behaviors of individuals problem solving and  
   preparing to enter the accounting decision making,  
   profession.     interaction, leadership,  
        communication, project 
        management, and use of 
        technology. 
Functional  Relate to the technical   Decision modeling, risk 
   competencies which are most  analysis, measurement,  
   closely aligned with the value  reporting, research, use of 
   contributed by accounting  technology. 
   professionals.  
Broad business Relate to the context in which Strategic/critical thinking, 
perspective  accounting professionals perform industry/sector perspective, 
   their services.    international/global  
        perspective, resource 
        management, client focus, 
        and use of technology. 
Note. From AICPA (2003c).
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far as to say “…the 150-hour rule is almost universally seen as a mistake.  It is seen 
largely as a rule that both increases opportunity costs and forces students to specialize at 
a time when they should not specialize” (p. 30).  Enrollment figures substantiate the fact 
that fewer students are choosing accounting as a major.  For the academic years 
covering 1990 to 1996, the number of students nationwide graduating with a bachelor’s 
or master’s degree in accounting averaged approximately 59,400 per year.  Comparable 
data for the 1996-97 and 1997-98 academic years are not available.  In the 1998-99 
academic year, the number of students graduating with a bachelor’s or master’s degree 
in accounting dropped by 19% to 47,895.  The 1999-2000 academic year showed 
another 6% decrease to 45,095.   The 2000-2001 academic year reported a slight 
increase of 3% to 46,555.  In the 2001-2002 academic year, the last year of data 
available, the number of students graduating with a bachelor’s or master’s degree in 
accounting dropped again by 4% to 44,695 (AICPA, 2003f).  Albrecht and Sack (2000) 
cite the 150-hour requirement as one of the factors causing this decline, along with 
lower starting salaries compared to other business majors, attraction to more exciting 
and risky careers, and misinformation about what accountants do.  Boone and Coe 
(2002) quantified the effect of the 150-hour requirement on the supply of accounting 
graduates.  Using a quasi-experimental design, their study indicated that approximately 
38 percent of the decline in accounting graduates can be attributed to the 150-hour 
requirement.   
Referring to The Framework (see Table 2), graduates of accounting programs 
are expected to possess personal, functional, and broad business perspective 
competencies for entry into the accounting profession.  Recent studies have examined 
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whether graduates have developed functional and broad business competencies by 
studying CPA exam pass rates and job performance (Deppe, Smith, & Stice, 1992; 
Herring & Izard, 1992; Read, Raghunandan, & Brown, 2001; Siegel, 1987; Siegel & 
Spiceland, 1988; Stammerjohan, Boone, & Legoria, 2002).  However, the literature has 
shown that employers, faculty, and students rate personal competencies, such as oral 
and written communication, as most important for success in the profession 
(Bhamornsiri & Guinn, 1991; Christensen & Rees, n.d.; Devine, O’Clock, & Willis, 
1997; Francisco & Kelly, n.d.; Novin, Fetyko, & Tucker, 1997; Novin & Tucker, 1993, 
Rezaee & Elmore, 1993).  Some research studies have gathered information from 
alumni or CPA exam candidates regarding their satisfaction with development of 
personal competencies in addition to functional and broad business perspective 
competencies (Akers, Giacomino, & Trebby, 1997; Donelan & Philipich, 2002).  
However, the information gathered about personal competencies was not very detailed.   
Therefore, this study will fill a void in the literature by examining whether 
accounting graduates perceive that their personal competencies were enhanced by their 
program of study.  This study will also provide valuable assessment feedback to the 
accounting program from which the alumni graduated.  As stated by Apostolou (1999), 
assessment should form a feedback loop, which is illustrated in Figure 1.  Assessing the 
outcomes of an accounting program should provide feedback on how to improve the 
curricular inputs. 
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   Course/activity-specific feedback     
 
Figure 1. Assessment feedback loop from Apostolou (1999, p. 177). 
Purpose of Study and Specific Objectives 
The purpose of this study was to determine if accounting graduates perceive that 
their accounting curriculum enhanced the development of their personal competencies.  
The specific objectives of this study are as follows: 
1. To determine if graduates from a public university who fulfilled the 150-hour 
requirement perceive that the accounting program helped develop five specific 
personal competencies for entry into the accounting profession.  The five 
personal competencies are (1) professional demeanor, (2) problem solving and 
decision making, (3) interaction, (4) leadership, and (5) communication. 
2. To compare the perceptions of the graduates based on the following groupings: 
a. Type of accounting curriculum completed: (1) bachelor’s degree in 
accounting with less than 150 hours, (2) bachelor’s degree in accounting 
with at least 150 hours, (3) both bachelor’s and master’s degrees in 
accounting, or (4) bachelor’s degree in accounting and a master’s degree 
in another business discipline.   
 
Inputs  
 
Outcomes 
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b. Type of job position held subsequent to completion of the accounting 
curriculum: (1) public accounting, (2) industry, or (3) other (government, 
not- for-profit, education, other, or not currently employed). 
3. To describe the type(s) of writing and/or presentation(s) that entry-level 
accounting professionals perform regularly. 
4. To provide course- and activity-specific feedback to the accounting program 
regarding areas for potential improvements in the development of personal 
competencies.   
 11 
CHAPTER 2 – REVIEW OF RELATED LITERATURE 
 The first part of this review of related literature focuses on the evolution and 
motivation for the 150-hour requirement.  The remainder of the review of literature 
focuses on research related to core competencies and research supporting the use of 
student/alumni surveys for measuring outcomes.  
Summary of the Evolution and Motivation for the 150-hour 
Requirement 
 
The modern accounting profession is just over 100 years old.  During the early 
and middle parts of the 20th century, neither the professional accounting associations 
nor practitioners played an active role in accounting education.  The AICPA, the 
national professional accounting association, assisted the educational community when 
necessary but generally followed a “hands-off” (Nelson, 1989, p.211) approach 
concerning educational issues.  Educational institutions were virtually left on their own 
to develop course content and sequencing and overall accounting curricula (Nelson, 
1989).  
However, beginning in the late 1960s, the AICPA began to focus more attention 
on accounting education.  Changes in technology were beginning to occur that were 
having substantial effects on practicing accountants, and the knowledge base required 
for success in the profession was expanding rapidly (AICPA, 2002b).  Presented in 
Table 3 is a summary of the evolution of the 150-hour requirement within the AICPA.  
The first committee formed by the AICPA to address educational issues was in 1959.  
Subsequent committees were formed and recommendations generated in the 1960s and 
1970s.  However, even though it appeared the AICPA was getting involved in the  
 12 
Table 3 
 
Evolution within the AICPA of the 150-Hour Requirement for CPA Exam Candidates 
 
 
 Date     AICPA Committee and/or     Description 
      Publication 
 
 
1959 Special Coordinating Committee Recommended that a postbaccalaureate 
 to Study the Report of the AICPA education was important and should be 
 Commission on Standards of  adopted as a requirement for the CPA 
 Education and Experience for certificate.   This recommendation was  
 CPAs     approved by the AICPA governing 
      council shortly after it was introduced. 
1967 Horizons of a Profession: The Defined the body of knowledge common 
 Common Body of Knowledge  to all members of the profession. 
 for Certified Public Accountants 
1969 The Committee on Education and  Expanded the recommendations of the  
 Experience Requirements for  1959 Coordinating Committee, including 
 CPA’s (The Beamer Committee), a recommendation that five years of  
 Report of the Committee on   college study (150 semester hours)   
 Education and Experience  are needed and should be the education 
 Requirements    requirement for obtaining a CPA 
       certificate.   
 
         (table continues) 
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Table 3. (continued) 
 
 Date     AICPA Committee and/or     Description 
      Publication 
 
 
1978 Task Force on the Report of the Endorsed 150 semester hours as the 
Committee on Education and  minimum education needed to sit for the  
Experience Requirements for  CPA exam.  The curriculum should lead to 
CPAs (The Albers Committee), a graduate degree, but specific course 
Education Requirements for Entry content should be left to academic  
 into the Accounting Profession  institutions.  
1981 Commission on Professional  Formulated a strategy to aid in the  
 Accounting Educationa  transition from a four-year  
      baccalaureate requirement to a five-year 
      postbaccalaureate requirement.  Concluded 
      that the AICPA should take a leadership  
      role and encourage states to adopt the 150- 
      hour requirement. 
1987 Plan to Restructure Professional Included the provision that new AICPA 
 Standards    members after the year 2000 have 150 
      semester hours of college education. 
 
         (table continues) 
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Table 3. (continued) 
 
 Date      AICPA Committee and/or    Description 
      Publication 
 
 
1988 AICPA membership    Approved updating the bylaws to require 
      new members after 2000 to have 150 hours 
      of college education.  Eighty three percent  
of the almost 200,000 votes cast were in 
favor of the change. 
1988 Strategic Thrusts for the Future Contained 12 strategic thrusts which  
      indicated the direction the AICPA would  
      be taking in the new technological era of 
      the accounting profession.  Two of the  
      thrusts specifically addressed education. 
1992 Academic Preparation to Become Updated the curriculum recommendations 
 a CPA      contained in the 1978 report Education  
      Requirements for Entry into the  
      Accounting Profession. 
1994 AICPA/NASBA Guide for  Outlined a model set of rules for states to 
 Implementation of the 150-Hour to follow when designing their 150-hour 
 Education Requirement   requirements. 
 
         (table continues) 
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Table 3. (continued) 
 
 Date      AICPA Committee and/or    Description 
      Publication 
 
 
1999 The AICPA Core Competency Outlines functional, broad business 
Framework for Entry into the  perspective, and personal competencies 
Accounting Profession  needed by students for entry into the  
     accounting profession.  Developed as a 
     resource for educators for developing and 
     reforming curricula. 
Note. From AICPA (2002b), Nelson (1989), and Nelson (1991). 
aCo-sponsored by the AICPA, the American Accounting Association, the Federation of 
Schools of Accountancy, and the National Association of State Boards of Accountancy. 
 
educational process, it was still taking a “hands-off” (Nelson, 1989, p. 211) approach.  
The AICPA was making educational recommendations, but not requiring states or 
educational institutions to do anything.  By 1980, only three states, Florida, Hawaii, and 
Utah, had passed legislation requiring CPA exam candidates to have 150 hours of 
education (Nelson, 1991). 
 In the late 1980s, seeing that the states were not taking steps to implement the 
150-hour requirement, the AICPA made a move that changed its stance from a “hands-
off” approach to a more active role.  In 1988, the membership of the AICPA voted to 
change its bylaws to require applicants for membership after the year 2000 to have 150-
hours of college level education (AICPA, 2002b; Nelson, 1989).  At about the same 
time, the American Accounting Association (AAA), a voluntary organization that 
promotes worldwide excellence in accounting education, research, and practice (AAA, 
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n.d.), appointed a committee in 1984 to study the future structure, content, and scope of 
accounting education.  The committee, known as the Bedford Committee for the chair 
Norton Bedford, developed 28 recommendations and presented them in a report,  
“Future Accounting Education: Preparing for the Expanding Profession” (1986).  Ten of 
the recommendations address accounting education issues, in particular, that college 
level accounting education should provide graduates with a broad education.  The report 
stated,  
There is little doubt that the current content of professional accounting 
education, which has remained substantially the same over the past 50 years, is 
generally inadequate for the future accounting professional.  A growing gap 
exists between what accountants do and what accounting educators teach.  This 
gap will not be closed by efforts to update random aspects of accounting 
education.  Rather, a complete reorientation of accounting education is needed, 
though the direction of this reorientation is difficult to specify clearly. (p. 172) 
 
The committee also recommended five years of college education with an emphasis on 
teaching students lifelong learning skills (AAA, 1986).   
In 1989, practitioners also provided input into the educational process.  The 
chairmen of the then eight largest international accounting firms issued a position paper 
discussing the competencies needed by entrants into the accounting profession.  The 
practitioners agreed with extend ing accounting education another year because 
“education for the accounting profession must produce graduates who have a broad 
array of skills and knowledge” (Arthur Andersen & Co., Arthur Young, Coopers & 
Lybrand, Deloitte Haskins & Sells, Ernst & Whinney, Peat Marwick Main & Co., Price 
Waterhouse, Touche Ross, 1989, p. 5).  In response to the position taken by the firms 
and with $4 million in funding from the eight largest firms, the AAA established the 
Accounting Education Change Commission (AECC) to spearhead the effort in making 
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changes in accounting education (Albrecht, Clark, Smith, Stocks, & Woodfield, 1994; 
AICPA, 2002b; May, Windal, & Sylvestre, 1995).   
With both professional associations and practitioners promoting the 150-hour 
requirement, 13 more states had passed the 150-hour requirement by 1991 with a dozen 
more states planning to introduce the legislation in the near future (Nelson, 1991).  By 
the end of 2003, a total of 41 states had the 150-hour requirement in effect and 5 other 
states had adopted the requirement with an effective date after 2003 (AICPA, 2002c).  
(See Appendix B for a complete state listing.)  In conclusion, after a long period of 
debating the issue of postbaccalaureate education for those pursuing a career in 
professional accounting, it appears that the 150-hour requirement has been set in motion 
in a majority of the states.  The issue now is whether the requirement has been 
successful at meeting the objectives that were the driving force behind its creation. 
Research on the Importance of Personal Competencies 
 Both accounting professionals and academics have stressed the importance of 
personal competencies for success in the accounting profession.  Several research 
studies capture these attitudes.  Bhamornsiri and Guinn (1991) mailed questionnaires to 
641 new partners in the Big Six2 accounting firms to gather information about their 
educational and work background, their opinions regarding five-year educational 
requirements, and their views of what subjects should comprise a fifth year of 
education.  Four hundred and ninety-four questionnaires were returned resulting in a 77 
percent usable response rate.  Results of the survey revealed differences in partner 
characteristics and opinions depending on the area of practice: audit, tax, or consulting.  
                                                                 
2 The Big Six were the largest international accounting firms.  They were Arthur Anderson, Ernst & 
Young, Deloitte & Touche, KPMG Peat Marwick, Coopers & Lybrand, and Price Waterhouse.   
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Overall, 68 percent of the respondents became partner between the ages of 30 and 35.  
However, audit partners tended to make partner at a younger age than consulting and 
tax partners.  Consulting and tax partners had considerably more advanced degrees than 
did audit partners.  Seventy percent of audit partners had only a bachelor’s degree 
compared with 30 percent for consulting partners and 34 percent for tax partners.  The 
additional education obtained by the consulting and tax partners probably contributed to 
the fact that they tended to make partner at an older age than the audit partners.  All 
partners agreed that technical competence is the most important capability that should 
be demonstrated early in a career.  However, to be promoted from a manager level to 
partner level, all partners agreed that communication skills are most important followed 
by interpersonal skills.  There was not a clear consensus among the respondents 
regarding their views on the importance of a fifth year of education for being promoted 
to partner.  However, consulting and tax partners were more in favor of the additional 
year of education than auditing partners.  If a fifth year of education were required for 
accounting majors, the partners were asked to rate five subjects on a scale of most 
important to least important for coverage in the fifth year.  The consensus among all 
partners was communication was the most important subject followed by 
computer/systems and management.  The consulting and tax partners ranked marketing 
as fourth most important and accounting topics last.  Audit partners ranked accounting 
topics fourth most important and marketing last.  
 Rezaee and Elmore (1993) surveyed business school deans and accounting 
department chairpersons nationwide regarding implementation issues and challenges of 
150-hour accounting programs.  The survey response rate was 35.34 percent, with 134 
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(74 percent) usable responses from accounting department chairpersons and 48 (26 
percent) usable responses from business school deans.  The results of the study indicate 
administrators generally support the 150-hour movement and the curriculum models 
proposed by the AICPA.  Additional conclusions from the survey responses are as 
follows: (a) more educational institut ions will be offering graduate programs in 
accounting; (b) accounting students will have improved education; (c) programs should 
offer a Master of Public Accountancy or a Master of Science in Accountancy that has a 
separate identity from an MBA program; (d) programs should emphasize 
communication and interpersonal skills; and, (e) programs will not create economic and 
human resource problems for educational institutions. 
 Novin and Tucker (1993) conducted a study to determine not only what subjects 
practitioners feel should be included in a fifth year of accounting education but also to 
determine the degree of additional education needed in each subject area.  A 
questionnaire “was mailed to a stratified randomly selected sample of 1,000 public 
accountants who are partners, principals, or sole practitioners in U. S. offices of CPA 
firms” (p. 275).  Two hundred and seventy-six (28 percent) usable questionnaires were 
returned.  From a total of 66 educational subject areas, a majority of the respondents 
rated the following five subjects as most important for entry into public accounting: 
written and verbal communication, financial accounting, business communications, 
taxation, and electronic spreadsheets.  Practitioners rated fine arts and basic sciences as 
the least important subjects.  A majority of the respondents also indicated that 
accounting students should gain substantial additional education in written and verbal 
communication.  These results indicate that practitioners feel strongly that 
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communication skills are important for success in public accounting.  The results also 
indicated that practitioners believed that at least moderate additional education should 
be devoted to business communication, taxation, electronic spreadsheets, computer 
software, accounting information systems, financial accounting, auditing, financial 
planning, and business law.  Based on the results of the study, the researchers also 
designed a worksheet to aid accounting departments in developing a well-rounded 150-
hour curriculum. 
 Novin, Fetyko, and Tucker (1997) extended the research of Novin and Tucker 
(1993) by sending a questionnaire to accounting department chairpersons requesting 
them to rate the relative importance of the same 66 educational subjects.  The responses 
from the chairs were then compared with the responses from the practitioners from the 
Novin and Tucker study to determine if the two groups are in agreement as to the 
educational needs for entry into public accounting.  The questionnaire was mailed one 
year after the Novin and Tucker study to 500 accounting chairs throughout the United 
States.  A total of 195 (39 percent) usable responses were returned.  Results of the 
comparison indicate the two groups are in agreement with the importance of many of 
the subjects considered important for entry into public accounting.  However, 
practitioners ranked the following ten subjects significantly higher in importance than 
the chairs: computer hardware, real estate, life and health insurance, personnel 
management, property and casualty insurance, money and banking, business policies, 
personal finance, investments, and working capital management.  Most of these subjects 
are outside of the typical accounting curriculum and may indicate that accounting 
educators are not taking notice of the expanding scope of the public accounting 
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profession in today’s complex business environment.  Accounting chairs ranked the 
following eight subjects significantly higher than practitioners: international business, 
international accounting, systems analysis and design, probability analysis, 
regression/correlation analysis, database management systems, micro-economics, and 
calculus.  The issue that may be causing this difference is short-term versus long-term 
perspectives.  Educators may view these subjects as enhancing students’ critical 
thinking and analytical skills in the long-term.  Practitioners may be taking a more 
short-term view that these subjects are not necessary for entry- level new hires.  
Ultimately, practitioners and educators should work together in designing accounting 
education programs to best prepare students for entry into the accounting profession.  
The researchers concluded by presenting a model of steps to follow for the design and 
implementation of the content of 150-hour programs. 
 Devine, O’Clock, and Willis (1997) surveyed representatives of CPA firms in 
Ohio to gather their opinions regarding how, or if, the 150-hour requirement will affect 
recruitment, curriculum, degrees, internships, and reimbursement.  The 150-hour 
requirement was to become effective in Ohio on January 1, 2000.  Questionnaires were 
mailed to 88 representatives of Ohio CPA firms, and 50 (57 percent) usable responses 
were returned.  Regarding recruitment, respondents were generally unsure about how, 
or if, the 150-hour requirement would affect their recruiting policies.  Regarding how to 
fill the extra hours in the 150-hour curriculum, respondents indicated there should be 
more instruction in written and oral communication and financial statement analysis and 
less instruction in natural science, fine arts, and literature.  Surprisingly, 32 percent of 
the respondents had no degree preference for the 150-hour requirement, 38 percent 
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preferred students obtain a bachelors degree with additional hours, and only 6 percent 
preferred students fulfill the extra hours with a Master of Science in accounting.  
Regarding internships being part of a 150-hour program, the respondents were split with 
about half believing an internship should be required and half not.  Finally, 64 percent 
of the respondents currently offer no reimbursement for graduate education and have no 
plans to offer reimbursement.  Therefore, students must bear the cost of the additional 
hours.  Overall, the researchers conclude that educators and practitioners should keep 
open lines of communication regarding the design of 150-hour programs, and the 
programs should be flexible to accommodate a range of needs. 
 Albrecht and Sack (2000) surveyed accounting practitioners and faculty to 
gather information about what skills and topics are perceived to be most important in an 
accounting program.  Approximately 4,000 questionnaires were sent to practitioners and 
faculty, with 783 useable responses being returned for a 20 percent response rate.  
Responses from practitioners were compared to responses from faculty.  Regarding 
topical categories, responses revealed that seven categories were more important to 
practitioners than faculty: (1) information systems, (2) business strategy, (3) business 
law, (4) global/international business, (5) e-commerce, (6) ethics, and (7) accounting 
research methods.  Interestingly, these are broad-based topics not typically included in a 
traditional accounting program.  Regarding skills, responses revealed that practitioners 
and faculty were in relative agreement concerning the most important skills.  The top 
five skills for both groups were: (1) analytical/critical thinking, (2) written 
communications, (3) oral communications, (4) computing technology, and (5) decision 
making.  
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 Francisco and Kelly (n.d.) continue the work of Albrecht and Sack (2000) by 
determining if business students place the same importance on certain skills as do 
practitioners and faculty.  A sample of 223 undergraduate pre-business and business 
majors were asked to rate the importance to their future career of 44 skills.  The results 
from the student responses were divided into two groups, accounting students and other 
business students, and compared to the faculty and practitioner responses from Albrecht 
and Sack.  All groups considered together ranked written and oral communication skills 
as most important.  Considered separately, faculty, practitioners, and accounting 
students rated oral and written communications in the top three of importance, while 
other bus iness students rated oral communications as the second most important and 
written communications as the sixth most important.  Rankings of interpersonal skills 
were fairly consistent among the groups, being ranked between fifth and seventh of 
importance.  Overall, the ratings from the accounting student group were relatively 
consistent with those of faculty and practitioners.  Francisco and Kelly conclude that 
this result may mean that accounting faculty have done a good job in emphasizing the 
importance of soft skills. 
 Chritensen and Rees (n.d.) surveyed members of the AICPA and Institute of 
Management Accountants (IMA) to gather information about specific communication 
skills needed by entry level accountants.  Surveys were sent to approximately 90,000 
members of the AICPA and IMA via the internet.  Only 2,181 usable responses were 
returned for a response rate of about two percent.  Respondents were asked to rate the 
importance of 32 communication skills and to indicate their level of satisfaction with 
how educational institutions are preparing accounting graduates in those skills.  
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Respondents rated the following seven skills as very important: (1) listens effectively, 
(2) uses correct grammar, (3) writes clearly, concisely, correctly, completely, (4) 
produces correctly spelled documents, (5) asks appropriate questions when talking with 
customers, (6) organizes information effectively, and (7) uses an effective business 
vocabulary.  Of these seven skills, respondents indicated they were dissatisfied with 
educational preparation of accounting graduates in the following three skills: (1) uses 
correct grammar, (2) writes clearly, concisely, correctly, and completely, and (3) 
organizes information effectively.   
 In summary, practitioners, educators, and students agree that “soft skills” are 
essential for success in the accounting profession.  As noted in Chapter 1, one of the 
objectives of the 150-hour requirement is to provide accounting students with a well-
rounded education, which includes developing their “soft skills” (AICPA, 2003b).  
Therefore, now that the 150-hour requirement has been in effect for several years in 
most states, it is important to determine if the objectives of the 150-hour requirement 
are being met. 
 Research Assessing Job Performance and Technical 
Competencies 
 
 Although research has shown that practitioners, faculty, and students 
acknowledge the importance of personal competencies, research does not exist on 
whether accounting programs are actually developing these personal competencies.  
Recent accounting education literature has focused instead on assessment of technical 
and functional competencies.  Siegel (1987) conducted a study to examine if there are 
differences in auditor performance between auditors with bachelor’s degrees and those 
with master’s degrees.  Six international CPA firms participated in the study by 
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providing information about individuals in the auditing practice who were employed 
with the firm in the last five years.  Those individuals with prior work experience, non-
accounting professional degrees, and liberal arts undergraduate degrees were excluded 
from the study.  Data was collected on 455 individuals, and the individuals were 
classified into three groups depending on education: bachelor’s in accounting, master’s 
in accounting, and master’s in business administration.  The groups were compared on 
three performance measures: (1) actual annual evaluation given by supervisors, (2) rate 
of promotion, and (3) turnover rates.  Results of statistical testing revealed that the 
master’s groups had higher overall annual evaluations, had faster promotions to senior 
and manager levels (as measured in years), and had lower turnover rates as compared to 
the bachelor’s group.   
 Siegel and Spiceland (1988) extend the research of Siegel (1987).  The same 
subjects were used in this study as in Siegel, except that individuals with non-
accounting undergraduate degrees were included in the analysis in Siegel and 
Spiceland.  Therefore, subjects were divided into four groups: (1) those with accounting 
undergraduate degrees only, (2) those with accounting undergraduate and accounting 
graduate degrees, (3) those with a non-accounting undergraduate degree only, and (4) 
those with a non-accounting undergraduate degree and an MBA.  The groups were 
compared on the same performance measures as Siegel.  Results indicate that subjects 
with accounting undergraduate degrees had higher performance evaluations than those 
without accounting undergraduate degrees, and subjects with postbaccalaureate degrees 
had higher performance evaluations than those subjects with similar undergraduate 
degrees but no graduate degree.  Turnover rates were the lowest among subjects with 
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accounting undergraduate and graduate degrees with 63 percent of this group still being 
employed at the end of the fourth year.  At the end of the fourth year, only 30 percent of 
the accounting undergraduates only group and 20 percent of the non-accounting 
undergraduate group were still employed.  Finally, the accounting undergraduate and 
graduate group had the shortest times for promotion: 1.96 years to senior level and 4.38 
years to manager level.  Those with accounting undergraduate degrees only were 
second (2.6 years to senior, 5.74 years to manager), those with non-accounting 
undergraduate degrees and an MBA were third (2.67 years to senior, 6.0 years to 
manager), and those with non-accounting undergraduate degrees were fourth (2.8 years 
to senior, 6.33 years to manager).  Therefore, the overall results support Siegel that 
postbaccalaureate education has an impact on auditor performance.  Siegel and 
Spiceland further provide evidence that postbaccalaureate education in addition to an 
undergraduate degree in accounting provides better preparation for public accounting 
than non-accounting undergraduate programs.  Neither Siegel nor Siegel and Spiceland 
controlled for the fact that subjects with graduate degrees had to meet more rigorous 
academic requirements than subjects with only undergraduate degrees.  However, both 
studies only included subjects in the age range of 21 to 27 to decrease the impact of age 
differences on professional performance. 
 Deppe, Smith, and Stice (1992) conducted a study to examine career differences 
of students graduating with bachelor’s degrees versus those with master’s degrees.  The 
graduates studied were those graduating from Brigham Young University (BYU) with 
only a bachelor’s degree in accounting and those graduating with a master’s degree in 
accounting for the ten-year period 1979-1988.  Surveys were mailed to 1,700 graduates 
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with bachelor’s degrees and 721 graduates with master’s degrees.  The overall usable 
response rate was 34.2 percent, 476 usable responses from the bachelor’s graduates and 
353 usable responses from the master’s graduates.  Results of the survey indicated that 
starting salaries were higher for master’s graduates, but that salary differentials 
decreased after several years for both public accounting and non-public accounting jobs.  
The results also indicated that master’s graduates did not have a faster average rate of 
promotion beyond the first promotion, which contradicts Siegel (1987) and Siegel and 
Spiceland (1988).  Regarding the CPA exam, master’s graduates took an average 1.7 
years to pass the exam, while bachelor’s graduates took an average 2.7 years to pass.  
Turnover rates with first employers were significantly lower for master’s graduates 
versus bachelor’s graduates, however, when master’s graduates did leave their first 
employer, they cited the same reasons for leaving as the bachelor’s graduates.  The 
primary reason for leaving the first employer was a higher salary.  A contributing factor 
to the higher CPA exam passing rates and lower turnover of master’s graduates is the 
age and maturity of the master’s graduates.  Deppe et al. mention that many of BYU’s 
master’s students are married and have families when they graduate.  Therefore, 
because of family obligations, the master’s graduates may be more reluctant to change 
jobs. 
 Herring and Izard (1992) provide empirical evidence for using the AICPA 
Achievement Test for Accounting Graduates as a measurement of technical knowledge 
in an accounting program assessment model.  The authors argue that this achievement 
test is a better assessment tool than the CPA exam for the following reasons: (a) 
students cannot be required to take the CPA as a condition for graduation, (b) students 
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can be employed as professional accountants without having passed the CPA exam, (c) 
the CPA exam is not specifically designed as an achievement test, and (d) self-selection 
biases of those taking the CPA exam create methodological difficulties for the 
researcher.  The AICPA achievement test is composed of 115 multiple choice items and 
contains five sections covering the subjects of auditing, financial accounting, cost and 
managerial accounting, accounting information systems, and tax.  Subjects of the study 
were 187 graduating senior accounting majors at The University of Tennessee.  
Graduating seniors are required to take the test, but are aware that they do not have to 
pass the test to graduate.  To determine if the test is a valid assessment tool, the 
researchers used multiple regression analysis of selected measures of academic 
achievement on test scores.  Results indicate that accounting grade point average and 
ACT math scores were statistically significant predictors of test score.  The researchers 
conclude that the AICPA Achievement Test is a valid assessment tool for measuring 
technical knowledge acquired in an accounting program.  The test can be used in 
conjunction with other assessment measures to contribute to a well- rounded assessment 
program.  However, the AICPA discontinued the use of the Achievement Test in 1993 
(Akers, Giacomino, & Trebby 1997). 
 Read, Raghunandan, and Brown (2001) analyze CPA exam pass rates to 
determine if CPA candidates completing 150 hours of coursework outperformed 
candidates who completed less than 150 hours.  Data on 116,000 first-time CPA 
candidates was gathered from the National Association of State Boards of Accountancy 
(NASBA) for the time period 1996 to 1998.  Thirty-three percent of the first-time 
candidates had at least 150 hours, and 67 percent had less than 150 hours.  Only 13 
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percent of the first-time candidates with less than 150 hours passed the entire exam 
compared to 21 percent of the candidates with at least 150 hours.  Additionally, 
candidates with more than 30 semester hours in accounting and at least 150 hours had a 
passing rate of 22 percent versus 13 percent for those with more than 30 semester hours 
in account ing and less than 150 hours.  A final analysis was done using candidates with 
a score of at least 600 on the quantitative portion of the Scholastic Aptitude Test (SAT).  
Candidates meeting this characteristic were compared based on whether they had 
completed 150 hours.  Candidates that had completed 150 hours had a first-time passing 
rate of 35 percent compared to 23 percent for those not completing 150 hours.  
Therefore, the results of this study appear to support the theory that completion of 150 
hours of coursework will increase CPA exam passing rates.    
 Donelan and Philipich (2002) examined the impact of type of curriculum chosen 
to fulfill the 150-hour requirement on satisfaction with college preparation of CPA 
exam candidates.  The researchers surveyed CPA exam candidates who had sat for the 
November 1998 exam in five states: Florida, Tennessee, Alabama, Mississippi, and 
Louisiana.  These states were chosen because they had implemented the 150-hour 
requirement prior to or on December 31, 1996, therefo re, fewer candidates could be 
“grandfathered in” and take the exam with less than 150 hours.  The survey instrument 
was mailed to 2,374 exam candidates, and 706 usable responses were returned for a 30 
percent response rate.  One hundred forty-seven of the usable responses were from 
candidates who had been “grandfathered in,” and 65 were from candidates who had not 
finished their degree at the time of the survey, so they were eliminated.  Therefore, 494 
usable surveys (21 percent) were included in the analysis.  The respondents were 
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grouped according to how they met the 150-hour requirement.  The four groups are: (1) 
completed a master’s level accounting program (34 percent of respondents), (2) 
completed an MBA with an accounting concentration (10 percent of respondents), (3) 
completed other graduate degrees (8 percent of respondents), and (4) completed 
additional undergraduate courses (48 percent).  The survey asked the candidates to rate 
their satisfaction with their academic preparation in 41 specific skills on a scale of 1 to 7 
with 7 being “very satisfied.”  The skills can be grouped in four categories: general 
skills, accounting skills, general business skills, and information technology skills.  
Overall, the results revealed that the master’s in accounting group was consistently 
more satisfied than the other groups with preparation in general, accounting, and 
information technology skills.  Respondents who completed additional hours of 
undergraduate education were consistently less satisfied than the othe r groups with 
preparation in general, accounting, and information technology skills.  Concerning 
general business skills, there was no evidence of any significant difference among the 
groups.  Therefore, even though the AICPA and practitioners have been advocating a 
broad based education (AICPA, 2002; Perspectives, 1989), this study provides evidence 
that graduates who have more accounting education are more satisfied with their skill 
development. 
 Stammerjohan, Boone, and Legoria (2002) examined the relationship of various 
university characteristics with success in passing the CPA exam.  Included in the study 
were 43,711 first-time candidates from 520 different universities that took the CPA 
exam in 1998 and 1999.  Variables studied were AACSB accreditation level, student 
selectivity, percentage of candidates holding advanced degrees, tuition level, research 
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intensity, and status of the 150-hour requirement in the respective state.  Using simple 
correlation and multiple regression analyses, results indicated first-time candidates that 
attended more selective universities and first-time candidates with advanced degrees 
were more likely to pass all or at least one part of the CPA exam.  In addition, first-time 
candidates from universities located in states with the 150-hour requirement in place 
were more likely to pass at least one part of the CPA exam.  There was little evidence of 
any relationship between CPA exam pass rates and tuition level and inconclusive 
evidence concerning CPA exam pass rates and research intensity. 
 In summary, developing accounting graduates to be technically competent 
should be an outcome of accounting programs.   However, this should not be the only 
focus of accounting education.  Accounting faculty and administrators should strive to 
make changes in their accounting programs to develop well-rounded graduates that are 
ready for entry into the accounting profession. 
Research on Outcomes Assessment that Addresses Identification and 
Measurement of Personal Competencies 
 
 Accounting programs across the country have responded to the calls for change 
in accounting education by revising their accounting curricula, both at the program level 
and course level.  A common component of these revisions has been the recognition of 
the need for developing personal competencies in accounting students. To determine if 
the changes that are being made in accounting education are effective, methods for 
assessing the outcomes of accounting programs are needed. However, the difficulty 
with outcomes assessment is (a) defining desired outcomes from an accounting program 
and (b) determining how to reliably and validly measure the outcomes (Baker, 1996). 
Presented below is a summary of recent literature regarding changes made in 
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accounting programs to include development of personal competencies and outcomes 
assessment of accounting programs. 
Albrecht, Clark, Smith, Stocks, and Woodfield (1994) describe the changes 
made to the accounting program at Brigham Young University (BYU) after receiving an 
Accounting Education Change Commission (AECC) grant.  Under the old accounting 
program, students entered the School of Accountancy and Information Systems 
(SOAIS) at the beginning of their junior year.  Students had the options of completing 
two more years to earn a bachelor’s degree or completing three more years for a 
master’s degree.  The new program completely restructures the curriculum and 
pedagogy, particularly in the junior year.  During the freshman and sophomore years, 
students complete general education requirements and take pre-business requirements 
including introductory accounting.  Students are admitted into the SOAIS program at 
the end of the sophomore year.  In most traditional accounting programs, the topics of 
financial accounting, cost/managerial accounting, tax, auditing, and systems are taught 
in separate courses with little, if any, coordination among the courses.  In the new 
program at BYU, SOAIS students enroll in an integrated, team-taught, 24-semester 
credit-hour course in the junior year.  The junior core class meets four days a week, 
three hours a day, for two consecutive semesters.  Students are taught traditional 
accounting competencies using a business cycle approach, therefore, integrating the 
various content areas of accounting.  At the end of the junior year, students apply for the 
master’s of accounting program.  In the senior year, students enroll in another team-
taught, integrated program and begin specialization in an area of accounting.  In the 
fifth year, students continue specialization and then graduate with both a bachelor’s and 
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master’s degree.  The authors extensively discuss eight innovations that have been 
identified in the new program.  Some of the innovations include: organizing and 
integrating technical content by business cycle, using new teaching strategies such as 
group activities and case-based learning, using a faculty team approach to planning and 
teaching, and using textbooks as supplements to rather than the main focus of the 
courses.  The article includes examples of evaluation forms for grading oral and written 
assignments and evaluating group members, a sample teaching plan, and detailed 
information about assigning course grades in an integrated, team-teaching environment. 
   DeMong, Lindgren, and Perry (1994) describe a sample accounting assessment 
program.  The researchers provide a matrix listing desired accounting student outcomes 
and methods of measuring them.  The desired student outcomes are intellectual skills, 
communication skills, interpersonal and organizationa l skills, ethical attitudes, 
satisfaction, awareness of social issues, and career success.  Four methods are 
recommended for measuring these outcomes.  The first method is standardized exams, 
such as the CPA exam.  Standardized exams help measure knowledge and critical 
thinking skills. Advantages of this method include ease of collecting data on large 
populations and ability to compare test results to some norm.  Disadvantages of this 
method include high costs of standardized exams and lack of student motivation to 
perform well on the exam.  The second method is portfolio analysis.  Students would be 
required to maintain a collection of their work in their college career.  A panel of 
faculty and/or practitioners would review a sample of the portfolios at the end of the 
students’ college education to assess knowledge and communication skills.  The 
primary advantage of this method is it provides insight into courses and curricula and 
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may reveal redundancies that need to be eliminated across different courses.  The 
primary disadvantage is the time involved by students in maintaining the portfolios and 
by faculty in reviewing them.  The third method is surveys of students, alumni, and 
employers.  The primary advantage of this method is that surveys of all these groups 
provide information about all of the desired student outcomes.  The primary 
disadvantage is that, in the case of student and alumni data, researchers are relying on 
self-reported data that may be subject to bias.  The final method is student and/or 
alumni interviews.  This method primarily provides information about ethical attitudes, 
satisfaction, awareness of social issues, and career success.  Interviews allow for more 
flexibility in gathering information, however, they may be more time-consuming.  In 
conclusion, assessment programs should include a variety of methods for assessing 
student outcomes, and information gathered from assessment measures should be used 
to modify and improve the accounting program. 
 Nikolai (1994) describes how an accounting department at a major public 
university restructured its accounting curricula into a 5-year, 150-hour, integrated 
accounting program.  Before restructuring, the department had a traditional 4/1 program 
in which students received a bachelor’s degree in accounting after four years (120 
hours) and could elect to stay a fifth year to earn a master’s in accounting.  The 
motivation for restructuring the program was the profession’s call for changes in 
accounting education and the fact that in 1999 candidates would be required to have 
150-hours of education to sit for the CPA exam in the state where the university was 
located.  Using guidelines from the AICPA and AECC, the restructured 5-year program 
consists of 72 hours of general education courses, 39 hours of business courses, and 39 
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hours of accounting courses.  The accounting courses are concentrated in the last years 
with 9 hours being taken in the third year, 12 hours in the fourth year, and 18 hours in 
the fifth year.  Individual accounting courses were also restructured to reduce 
redundancies and nonessential topics, allow for more specialization, and incorporate 
interactive pedagogy.  Several of the accounting courses were significantly redesigned 
to better develop critical thinking skills, communication skills, and interpersonal skills 
in students.  Admissions requirements into the new 5-year program were increased to 
help reduce class sizes and ease the demand on faculty time.  Also, a part-time faculty 
position of Director of the 150-Hour Program was created to oversee admission to and 
administration of the program.  Students graduating from the program will receive 
master’s and bachelor’s degrees in accounting. The quality of the 5-year program will 
be assessed in three ways: (a) success of graduates in obtaining and maintaining 
employment, (b) results on the College Basic Academic Subjects Examination (C-
BASE), which is required of all university students, and (c) results on the Watson-
Glaser Critical Thinking Appraisal, which is required of accounting students.  The 
program was to go into effect for freshmen entering the university in Fall 1994.  
Therefore, the first graduates of the program would graduate in 1999 in time for the 
effective date of the 150-hour requirement to sit for the CPA exam. 
 Nikolai (2001) is a follow-up to Nikolai (1994) reporting on changes made to 
the integrated 5-year program and recommendations for other institutions planning on 
restructuring their accounting programs.  After a couple of years of experience with the 
program, it was determined that there needed to be more flexibility regarding the 
general education and business hours.  Therefore, the program is now designed as 
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follows: 68-74 hours of general education courses, 37-43 hours of business courses, and 
39 hours of accounting courses.  More flexibility was needed to handle special 
situations such as general education courses no longer being offered, restrictions in 
enrollment to general education courses, and transfer credits from other schools.  
Although the number of accounting course hours did not change, some other changes 
were made regarding accounting courses.  For example, a new international accounting 
elective course was created because there was not sufficient coverage of international 
issues in the other accounting classes.  Also, a winter internship was developed in 
addition to offering a summer internship.  Administration of the program turned out to 
be more time intensive than expected.  Therefore, the position of Director of the 150-
Hour Program was changed from a part-time faculty position to a full- time staff 
position.  In addition, the 150-Hour Program Policy Committee was created to help with 
curriculum and course changes and other program issues that arise.  Regarding 
assessment, the primary assessment tool continues to be placement of graduates.  The 
two exit assessment tools that were used previously have been replaced with the ETS 
Major Field Test in Business II exam and an internally developed assessment 
instrument.  A new assessment item that was added was an exit survey of program 
graduates.  The survey gathers demographic information as well as graduates’ 
perceptions of how prepared they are in various competencies and skills.  The school 
also plans to conduct a post-graduate survey once graduates have been working for a 
couple of years.  The article concludes with sixteen recommendations to help other 
accounting schools restructure their programs.  Some of the recommendations include 
being flexible in setting required courses, be innovative in program structure, course 
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delivery, and course content, continually evaluate your program, and commit resources 
to a 150-hour program coordinator. 
 Akers, Giacomino, and Trebby (1997) describe the design and implementation 
of an accounting program assessment plan at Marquette University.  The department 
formed a committee of five accounting faculty members and two college of business 
faculty members to research and design the assessment plan.  The first step in designing 
the plan was to define intended student outcomes.  The committee formulated six 
intended student outcomes.  The six student outcomes are accounting graduates should 
“be able to critically analyze information, possess strong business writing skills, possess 
strong oral communication skills, possess the technical accounting knowledge necessary 
for obtaining a relevant entry level accounting position upon graduation, possess the 
technical knowledge necessary for passing the CPA examination, and possess strong 
skills in using microcomputers in accounting” (p. 262).  The second step in designing 
the plan was to identify ways to accomplish the outcomes.  Methods identified include 
using cases studies and problems in accounting classes, having required written and oral 
assignments in all accounting classes, using old CPA exam problems in class, and 
having faculty communicate the importance of certification for accountants.  The third 
step in designing the plan was to establish quantifiable goals for each outcome.  An 
example of a quantifiable goal is “90% of alumni will indicate oral communication 
skills were enhanced some or better” which relates to the outcome of “accounting 
graduates should possess strong oral communication skills” (p. 265).  The fourth step in 
designing the plan was to identify and/or develop measurement tools for each outcome.  
The tools selected are an alumni survey to gather information about alumni satisfaction 
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with the accounting program, communication skills assessment instrument completed 
by recruiters interviewing accounting students, placement data from the college’s 
Career Services Center, CPA exam pass rate statistics, and internship reports from both 
employers and students.  The final step in designing the plan was to establish a feedback 
mechanism.  Results from the measurement tools must be used to determine if program 
goals have been met and if modifications need to be made in any areas of the 
accounting program and/or the assessment plan.  At the time the paper was published, 
the entire assessment plan was not yet operational.  However, an alumni survey had 
been mailed in December 1992 and recruiters had completed the communication skills 
assessment instrument in fall 1995.  Summary results from these two assessment tools 
were presented in the paper. 
 Reinstein and May (1997) describe the value of using alumni surveys to help 
improve accounting programs and to identify services that accounting departments 
could offer its alumni to keep them involved with the department.  An alumni survey 
was mailed to 2,700 alumni and were returned with a 24 percent response rate.  The 
survey instrument contained a total of 70 questions covering five broad areas: (a) profile 
of respondents, (b) quality of education received, (c) reputation of accounting program, 
(d) alumni involvement with the university, and (e) alumni suggestions for 
improvement.  Several outcomes were discussed from the survey results.  
Recommendations from alumni led to the design of an internal audit track and a 
master’s in taxation program.  The survey also helped the accounting department design 
its 150-hour program.  Alumni recommended a review of the liberal arts requirements 
in the degree program and stressed the importance of incorporating courses that 
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improve oral and written communication skills.  In addition, alumni requested being 
kept more informed of new developments in the accounting department and the 
university in general.  Therefore, the accounting department starting sending an annual 
alumni newsletter.  The researchers conclude the article by stating seven 
recommendations for other schools intending to send alumni surveys.  The 
recommendations include developing a survey that consists primarily of objective 
items, making early contact with the university’s or college’s alumni relations 
personnel, including a letter with the survey that is co-signed by the department chair 
and an alumnus explaining the purpose and importance of the survey, sending follow-up 
letters to non-respondents, planning to allot approximately 200 hours to compiling the 
data, devoting about 50 hours of faculty time to analyzing the results, and mailing a 
thank you letter to alumni with summarized survey results. 
Stivers, Campbell, and Hermanson (2000) describe a comprehensive accounting 
assessment program at a large public university and offer practical advice regarding 
implementation and problems to avoid.  The assessment program identifies six learning 
outcomes to be assessed: communication skills, intellectual skills, interpersonal skills, 
general knowledge, organizational and business knowledge, and accounting knowledge.  
In addition, the assessment program gathers information about student characteristics, 
student satisfaction, teacher/course evaluations, and program characteristics to aid in 
interpreting assessment results.  The methods employed in assessing the learning 
outcomes include standardized tests, surveys, course-embedded techniques, and 
institutional data.  The program utilizes four standardized tests at various times in the 
accounting curricula.  The Accounting Aptitude Test (AAT) is administered at the 
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introductory accounting level and measures communication skills, quantitative skills, 
and problem-solving skills.  The Achievement Test for Accounting Graduates (ATAG) 
is administered to seniors to assess technical accounting skills.  The College Basic 
Academic Subjects Examination (CBASE) is administered to seniors to assess general 
knowledge in the areas of English, mathematics, science, and social studies.  Finally, 
passing results from the CPA exam are included in the assessment program.  Even 
though all students will not take the CPA exam (and the school cannot require graduates 
to take the exam), the exam scores and passing rates of graduates can provide some 
information as to the success of the accounting program.  The authors discuss other 
standardized tests that can be incorporated in an assessment program and provide 
contact information for obtaining these tests.  The program uses several types of surveys 
to gather information that cannot be obtained through standardized tests.  Surveys of 
employers and current students gather information about satisfaction with the 
accounting program.  The Program Self-Assessment Service (PSAS) from the 
Educational Testing Service (ETS) consists of three questionnaires to be administered 
to alumni, current students, and faculty.  This assessment tool provides information 
about the overall accounting program, such as curriculum, learning facilities, and 
faculty activities.  Course-embedded techniques incorporated into the assessment 
program include syllabi reviews to get a total view of the curriculum and teacher/course 
evaluations to gather feedback about teaching and course content.  Institutional data, 
such as GPA and demographic information, is gathered from the college to compare 
accounting students to other business students and to provide information on diversity 
within the accounting program.  The researchers conclude with eighteen statements of 
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lessons they have learned in being involved with the assessment process for seven 
years.  Some of the lessons include taking the time to develop a plan, getting top- level 
support from department chairs and deans, rewarding faculty for working on an 
assessment plan, implementing the plan in increments rather than all at once, being 
specific in defining learning outcomes, using assessment results to effect change, and 
remembering that assessment is a continuous work in process. 
 In summary, the area of outcomes assessment of accounting programs is a ripe 
topic for accounting education researchers, especially in light of reforms being made to 
accounting programs across the country (Apostolou, 1999; Baker, 1996; Wallace, 
1996).  Based on the literature reviewed here, it is clear that accounting departments 
should have a well-designed and documented assessment program in place to be most 
effective.  Also, the most effective assessment programs will be those that incorporate 
multiple methods of measuring desired program outcomes. 
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CHAPTER 3 – METHODOLOGY 
 A survey of alumni was used to gather information for this study.  This chapter 
describes the methodology used in conducting the study.  Discussed in this chapter are 
the elements of sample selection, survey instrument design, validity and reliability of 
survey instrument, data collection, and data analysis. 
Population and Sample 
The target population for this study was accounting graduates, both 
undergraduate and graduate, from a large public university located in a state that 
requires 150-hours of college education to take the CPA exam.  The accessible 
population was accounting graduates, both undergraduate and graduate, from a 
southeastern university.  To be included in the population, the graduates had to meet 
one of these two characteristics: (1) graduated with a bachelor’s degree in accounting, 
or (2) graduated with a master’s degree in accounting and graduated from the same 
school with any type of undergraduate degree.  A convenience sample of accounting 
graduates from Louisiana State University (LSU), a public institution, was surveyed.  
This university was chosen because the researcher had access to alumni at this school 
and because it is the largest institution in the state.  The 150-hour requirement has been 
in effect for seven years in Louisiana.  Candidates must have 150-hours if taking the 
CPA exam for the first time after December 31, 1996 (AICPA, 2003d).  LSU offers a 
30-hour master’s degree in accounting and a 120-hour bachelor’s degree in accounting.  
Students wishing to fulfill the 150-hour requirement to take the CPA exam can earn 
additional undergraduate/graduate semester hours or can complete a master’s program.  
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To be included in the sample, graduates must have graduated from Fall 1999 to 
Spring 2002.  The time period of Fall 1999 to Spring 2002 was selected because by 
1999, the university should have been more settled in its revised 150-hour accounting 
curriculum.  The cut-off of Spring 2002 was selected because these graduates had just 
over a year to get established in a professional position.  Records from the college of 
business’s alumni relations department showed there were 469 total graduates from the 
time period Fall 1999 to Spring 2002.  Addresses were available for 429 graduates 
(91.5%), and no addresses were on record for 40 graduates (8.5%).  A summary of the 
sample size and response rate is presented in Table 4.  The response rate is further 
discussed in the data collection section.  
 
Table 4 
 
Summary of Sample Size and Response Rate of Accounting Graduates 
 
 
Description 
 
 
Number 
 
Number of graduates from Fall 1999 to Spring 2002 
 
 
469 
Number of graduates with no address on file 
 
40 
Number of surveys returned for incorrect address 
 
4 
Number of graduates assumed to have received survey 
 
425 
Number of graduates who did not respond 
 
295 
Number of surveys returneda 
 
130a 
Response rate (130/425) 
 
30.6% 
aFourteen surveys were returned as part of the nonresponse followup. 
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Survey Instrument Design 
The survey instrument is in Appendix C.  A cover letter, located in Appendix D, 
was sent along with the survey instrument.  The instrument consisted of four parts. Part 
I gathered information about the respondent’s perceptions of whether their college 
accounting program helped develop their personal competencies.  This part of the 
survey was patterned after an alumni survey developed by Akers, Giacomino, and 
Trebby (1997).  The Akers et al. survey listed 11 skills, and alumni were asked to rate 
how essential the skill was and the degree to which the accounting program enhanced 
that skill.  In the present survey, there were five items that addressed the personal 
competency categories of professional demeanor, problem solving/decision making, 
interaction, leadership, and communication.  The five items were developed based on 
the personal competencies outlined in the AICPA’s Core Competency Framework for 
Entry into the Accounting Profession (AICPA, 2003g) and on research by Christensen 
and Rees (n.d.).  The AICPA’s Framework includes seven personal competencies (see 
Table 2).  This survey included five of the seven personal competencies.  The two 
personal competencies of project management and use of technology were not included 
in the survey.  Project management was not included because the primary components 
that described this category were encompassed in the categories of leadership and 
interaction.  Use of technology was not included because respondents might confuse the 
use of technology in personal competencies with the use of technology in functional 
competencies.  The survey provided a detailed description of each of the five items and 
asked the graduates to rate the degree to which the accounting program helped develop 
the five personal competencies.  Respondents could make a selection using a five-point 
 45 
scale, where 1 = none, 2 = very little, 3 = some, 4 = quite a bit, and 5 = ve ry much 
(Akers et al., 1997).    
Part II gathered information about how specific accounting courses at the 
university helped develop personal competencies.  Required and elective accounting 
courses at the undergraduate and graduate level that were offered during the 1998-2002 
academic years were listed in Part II.  Respondents were asked to rate the degree to 
which they believe the courses enhanced their competencies in the areas of professional 
demeanor, problem solving/decision making, interaction, leadership, and 
communication.  As in part I, respondents could make a selection for each competency 
using a five-point scale, where 1 = none, 2 = very little, 3 = some, 4 = quite a bit, and 5 
= very much (Akers et al., 1997).   In addition, they were asked to briefly describe how 
specific activities in the course helped develop their personal competencies. 
Part III was an open-ended question.  The respondents were asked to describe 
the type(s) of writing and/or presentation(s) that are performed regularly in the ir current 
employment.  Examples could include writing audit and tax memos and presenting 
budget reports.  This item was included to provide feedback to the accounting program 
about current types of communication that entry- level professionals are expected to 
perform.  By incorporating activities in the classroom that “…reflect the complexity of 
the practice environment,” faculty can help students understand “…the challenging 
reality of actually practicing in the profession” (PricewaterhouseCoopers, 2003, p. 4)   
Part IV contained six questions designed to gather educational and professional 
information about the respondents.  The educational information was used to verify the 
type of degree(s) the respondents have from the Louisiana university and to categorize 
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the respondents by type of accounting curriculum completed.  The professional 
information was used to categorize the respondents by type of job currently held (public 
accounting, industry, and other). 
Validity and Reliability of Survey Instrument 
Prior to use in this study, the survey instrument was reviewed for validity by the 
Director of The Center for Assessment and Evaluation at LSU.  In March 2003, the 
survey instrument was administered to a graduate- level auditing class of 14 students to 
identify any ambiguities or other inadequacies.  Based on responses from this 
administration, the survey instrument was revised.  The survey was also reviewed and 
exempted from institutional oversight by LSU’s Institutional Review Board.  A copy of 
the application form is in Appendix F.   
To test reliability, the revised survey instrument was field tested with an 
undergraduate-level auditing class of 20 students in June 2003 and then retested two 
weeks after the first field test.  Part I of the survey was used to determine consistency of 
measurement.  Pearson’s correlation coefficient was calculated to assess the relationship 
among the test and retest, however, due to inadequate variation in the variables, non-
sensical statistics resulted.  (The Pearson’s correlation coefficients for the five personal 
competencies ranged from 0.17 to 0.66.)  Therefore, a single Cronbach’s alpha was 
calculated by combining the five personal competencies together as a scale.  The 
resulting Cronbach’s alpha was 0.81 which implies exemplary reliability according to 
Robinson, Shaver, and Wrightsman (1991).  Additionally, for each of the five 
competency items in Part I, an average was calculated for the differences between 
responses from the first administration of the survey and the retest.  These averages are 
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presented in Table 5.  Since all of the average differences were small (0.25 or less), it 
was concluded that the survey instrument is consistent.       
Table 5 
Summary of Accounting Students’ Responses from Test-Retest of Survey Instrument 
 
Competency   Sum of Differencesa  Average of Differencesa 
 
 
Professional Demeanor   3.00      0.15 
Problem Solving/     4.00      0.20 
Decision Making 
 
Interaction     1.00      0.05 
 
Leadership     -5.00     -0.25 
 
Communication   -0.40     -0.20 
 
Note. Survey responses were based on a five-point scale, where 1 = none, 2 = very little,  
3 = some, 4 = quite a bit, and 5 = very much.   
an = 20. 
 
Data Collection 
 With the assistance of the college of business alumni relations department and 
accounting department at LSU, survey instruments were mailed via the U.S. postal 
service to the 429 graduates for which addresses were available.  To increase 
participation in the survey, there was a “lottery” drawing for a $100 cash prize for those 
who returned their survey instrument within three weeks after the mailing of the survey.  
A postcard, which is located in Appendix E, was included with the survey instrument 
that detailed the instructions of the drawing.  If the respondents wanted to be included in 
the lottery drawing, they wrote their name and address on the postcard and returned it 
with the survey instrument.  An independent third party opened the returned survey 
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envelope and removed the postcard so that the name would never be identified with a 
particular survey instrument.  One “winning” postcard was randomly selected from the 
postcards received within three weeks after the first mailing of the survey instrument.   
Three weeks after the first mailing, a second survey instrument was mailed to 
those who had not responded.  Two weeks after the second mailing, any subjects who 
had not responded were declared nonrespondents. Of the 429 surveys mailed, four 
(1.0%) were returned for incorrect addresses, 116 (27.0%) were legitimately received 
responses, and 309 (72.0%) were nonrespondents.  
To test for non-response bias, a random sample of 100 of the 309 
nonrespondents were selected to be contacted by phone and asked to mail in the 
completed survey.  Local phone books and www.whitepages.com were used to locate 
the phone numbers of the 100 nonrespondents.  Correct phone numbers were found for 
28 of the 100 nonrespondents.  The 28 nonrespondents were contacted and agreed to 
complete the survey if they were mailed another copy.  Fifteen of the 28 provided 
updated addresses.  As an incentive to return the survey, there was another “lottery” 
drawing for a $25 cash prize for those who returned their survey instrument within three 
weeks after the mailing of the survey.  The procedures for the lottery were the same as 
outlined above.  After three weeks, those who had not returned the survey were 
contacted by phone again and asked to return the survey.  Ultimately, fourteen of the 28 
surveys were returned.   
Using t-tests, the responses received for the five personal competencies in Part I 
from the nonrespondents were statistically compared to those of the initial respondents 
to see if any significant differences existed.  Results of the t-tests are summarized in 
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Table 6.  There were no significant differences (p = 0.05) in the responses on any of the 
personal competencies, therefore, it can be reasonably assumed that the respondents 
represent an unbiased sample of all who received the survey instrument (Ary, Jacobs, & 
Razavieh, 1996).   
 
Table 6 
 
Summary of Testing for Nonresponse Bias of Accounting Graduate Sample  
  
Nonrespondents 
 
 
Respondents 
  
 
Competency 
 
 
n 
 
M 
 
SD 
 
n 
 
M 
 
SD 
 
t 
 
p 
 
Interaction 
 
 
14 
 
3.86 
 
1.10 
 
116 
 
4.07 
 
0.96 
 
0.77 
 
0.44 
 
Professional 
Demeanor 
 
 
14 
 
3.71 
 
0.83 
 
116 
 
3.90 
 
0.87 
 
0.75 
 
0.46 
 
Leadership 
 
 
14 
 
3.64 
 
1.01 
 
116 
 
3.78 
 
0.86 
 
0.54 
 
0.59 
 
Problem Solving/  
Decision Making 
 
 
14 
 
4.07 
 
 
0.73 
 
116 
 
4.01 
 
0.89 
 
0.25 
 
0.80 
 
Communication 
 
 
14 
 
3.86 
 
1.17 
 
116 
 
3.82 
 
0.92 
 
0.14 
 
0.89 
Note. Survey responses were based on a five-point scale, where 1 = none, 2 = very little,  
3 = some, 4 = quite a bit, and 5 = very much.  Interpretive guidelines were as follows: 
4.5 or greater = very much, 3.5 to 4.49 = quite a bit, 2.5 to 3.49 = some, 1.5 to 2.49 = 
very little, and less than 1.5 = none. 
 
In summary, the total sample consisted of 469 graduates.  No addresses were 
available for 40 graduates and four were returned for incorrect addresses.  Therefore, 
425 graduates were assumed to have legitimately received the survey and had an 
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opportunity to respond.  Of the 425 graduates who are assumed to have received the 
survey, 130 responded which corresponds to a response rate of 30.6%.  (These results 
were previously summarized in Table 4.)   
Data Analysis 
As the survey instruments were returned, they were carefully scrutinized to 
ensure that the graduate was properly included in the sample.  Educational information 
that the graduate completed on the survey, such as date of completion of degrees, type 
of degrees earned, and location of graduate degree earned, served as an additional check 
that the graduate met the sample characteristics described in the population and sample 
section.  To be considered a usable survey, the respondent must have taken at least five 
courses at the Louisiana university.  This was verified in Part II of the survey 
instrument.   
The first objective of this study was to determine if graduates who fulfilled the 
150-hour requirement perceived that the accounting program helped develop their 
personal competencies for entry into the accounting profession.  For each of the five 
competencies listed, the mean response and standard deviation from all respondents 
who completed a 150-hour curriculum were calculated.  The five competencies were 
ranked according to the mean response, with the competency receiving the highest 
mean response ranked first.   
The second objective of this study was to compare the perceptions of the 
respondents based on the following two groupings: (1) type of accounting curriculum 
completed, and (2) type of job position held subsequent to completion of the accounting 
curriculum.  The accounting curriculum grouping was chosen because different types of 
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curricula may place emphasis on different types of skills (Donelan & Philipich, 2002).  
Therefore, respondents with differing educational backgrounds may have different 
perceptions about how their respective education programs helped to enhance their 
personal competencies.  The type of job position grouping was chosen because different 
fields of practice, such as public accounting and industry, may require different types of 
skills (Akers et al., 1997).  Therefore, respondents with different types of jobs may have 
different perceptions about how their respective education programs helped to enhance 
their personal competencies.   
The respondents were first grouped according to how they completed the 
accounting curriculum.  The groupings were: (a) bachelor’s degree in accounting with 
less than 150 hours, (b) bachelor’s degree in accounting with at least 150 hours, (c) both 
bachelor’s and master’s degrees in accounting, and (d) bachelor’s degree in accounting 
with a master’s degree in another business discipline.  For each grouping, the number 
and percentage of total respondents were reported, and the mean responses to the five 
competencies were calculated.  A separate analysis of variance (ANOVA) for each of 
the five competencies was conducted to determine if there were significant differences 
among the mean responses of the groups (Donelan & Philipich, 2002). The results of 
the ANOVA were interpreted according to the standards for interpreting effect sizes by 
Cohen (1988).   
The respondents were then grouped by type of job position held.  The groupings 
were: (a) public accounting, (b) industry, and (c) other (government, not-for-profit, 
education, other, and not currently employed).  For each grouping, the number and 
percentage of total respondents were reported, and the mean responses to the five 
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competencies were calculated.  A separate ANOVA for each of the five competencies 
was conducted to determine if there were significant differences among the mean 
responses of the groups (Donelan & Philipich, 2002). The results of the ANOVA were 
interpreted according to the standards for interpreting effect sizes by Cohen (1988).   
The third objective of this study was to describe the type(s) of writing and/or 
presentation(s) that entry- level accounting professionals perform regularly.  In Part III 
of the survey instrument, respondents described the types of writing and/or 
presentations that are typically done in their current job.  The responses were 
summarized and reported by type of job position held (public accounting, industry, and 
other).   
 The fourth objective of this study was to provide course- and activity-specific 
feedback to the accounting program regarding areas for potential improvements in the 
development of personal competencies.  Part II of the survey asked respondents to rate, 
on a five-point scale, the degree to which they believe specific courses enhanced each 
of the five personal competencies.  Respondents were also asked to describe relevant 
activities in any courses that helped develop personal competencies.  For each course, 
the mean response was calculated for each of the five personal competencies.  
Responses from this section of the survey were summarized and used to provide 
feedback to the accounting program as to which courses and what activities are aiding 
in the development of personal competencies. 
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CHAPTER 4 - FINDINGS 
This chapter presents the findings of the study using the methods described in 
the data analysis section.  Descriptive information about the respondents’ education is 
summarized in Table 7.  Forty-five of the respondents, or 34.6%, earned a bachelor’s 
degree in accounting with at least 150 hours.  Forty of the respondents, or 30.8%, 
earned a bachelor’s degree in accounting with less than 150 hours.  Thirty-two of the 
respondents, or 24.6%, completed both bachelor’s and master’s degrees in accounting.  
The remaining 13 respondents, or 10.0%, earned a bachelor’s degree in accounting and 
a master’s degree in another business discipline.  Descriptive information about the 
respondents’ type of job is summarized in Table 8.  For all of the curriculum categories, 
a majority of the graduates were employed in public accounting and industry.  
Descriptive information about the respondents’ professional certifications is 
summarized in Table 9.  The most commonly attained professional certification was 
that of CPA, certified public accountant.  This certification was primarily earned by 
respondents who completed a bachelor’s degree in accounting with at least 150 hours 
and by respondents who earned both bachelor’s and master’s degrees in accounting.     
The findings are presented in order by objectives of the study.  For purposes of 
interpreting the findings, the following guidelines were used:  (1) 4.5 or greater = very 
much, (2) 3.5 to 4.49 = quite a bit, (3) 2.5 to 3.49 = some, (4) 1.5 to 2.49 = very little, 
and (5) less than 1.5 = none.  For analyses that involved comparing respondents based 
on type of job, the groupings were (1) public accounting, (2) industry, and (3) other.  
The “other” grouping included government, not-for-profit, education, other, and not  
currently employed.  These categories were combined because of the low number of 
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Table 7 
Descriptive Information about Accounting Graduates’ GPA by Curriculum Completed 
 
  
Curriculum Completed 
 
 
BSa and MSa in accounting 
(N = 32) 
 
BSa and MSa in another business 
discipline (N =13) 
 
 
 
GPA 
 
 
BSa with 
less than 
150 hours 
(N = 40) 
 
 
BSa with at 
least 150 
hours 
(N = 45) 
 
Undergraduateb 
 
Graduateb 
 
Undergraduateb 
 
Graduateb 
 
 
n % n % n % n % n % n % 
 
2.00-2.99 
 
 
14 
 
35.00 
 
11 
 
24.44 
 
0 
 
0.00 
 
0 
 
0.00 
 
1 
 
7.70 
 
0 
 
0.00 
3.00-3.50 
 
17 42.50 21 46.67 13 40.62 7 21.88 6 46.15 4 30.77 
> 3.50 
 
5 12.50 13 28.89 17 53.13 23 71.87 6 46.15 9 69.23 
Missing  
Data 
 
4 10.00 0 0.00 2 6.25 2 6.25 0 0.00 0 0.00 
aBS = bachelor’s degree and MS = master’s degree. bSome respondents reported different GPA categories for  
undergraduate and graduate degrees.   
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Table 8 
 
Descriptive Information about Accounting Graduates’ Type of Job by Curriculum  
Completed 
 
  
Curriculum Completed 
 
 
 
 
 
BSa with less than 
150 hours 
(N=40) 
 
BSa with at least 
150 hours 
(N=45) 
 
BSa and MSa in 
accounting 
(N=32) 
 
BSa and MSa in 
another business 
discipline (N=13) 
 
Type of Job 
 
 
n 
 
% 
 
n 
 
% 
 
n 
 
% 
 
n 
 
% 
 
Public 
Accounting -  
Auditing 
 
 
4 
 
10.00 
 
11 
 
24.44 
 
12 
 
37.50 
 
7 
 
53.85 
Public 
Accounting - 
Tax 
 
1 2.50 3 6.67 5 15.63 1 7.69 
Public 
Accounting -
Other 
 
4 10.00 4 8.89 4 12.50 1 7.69 
Industry 
 
11 27.50 12 26.67 7 21.88 3 23.08 
Government 
 
6 15.00 5 11.11 3 9.37 0 0.00 
Not-for-Profit 
 
2 5.00 1 2.22 0 0.00 0 0.00 
Education 
 
1 2.50 0 0.00 0 0.00 0 0.00 
Other 
 
7 17.50 8 17.78 1 3.12 1 7.69 
Not Currently 
Employed 
 
1 2.50 0 0.00 0 0.00 0 0.00 
Missing Data 
 
3 7.50 1 2.22 0 0.00 0 0.00 
Totals 
 
40 100.00 45 100.00 32 100.00 13 100.00 
aBS = bachelor’s degree and MS = master’s degree.   
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Table 9 
 
Descriptive Information about Accounting Graduate’s Professional Certifications by  
Curriculum Completed 
 
  
Curriculum Completed 
 
 
 
 
 
BSa with less than 
150 hours 
(N=40) 
 
 
BSa with at 
least 150 hours 
(N=45) 
 
BSa and MSa 
in accounting 
(N=32) 
 
BSa and MSa in 
another business 
discipline (N=13) 
Professional 
Certification 
 
 
n 
 
% 
 
n 
 
% 
 
n 
 
% 
 
n 
 
% 
 
CPAb 
 
 
4 
 
10.00 
 
15 
 
33.33 
 
12 
 
37.50 
 
2 
 
15.38 
CMAc 
 
0 0.00 1 2.22 0 0.00 1 7.69 
CIAd 
 
1 2.50 3 6.67 5 15.63 1 7.69 
Other 
 
1 2.50 0 0.00 0 0.00 1 7.69 
aBS = bachelor’s degree and MS = master’s degree. bCPA = Certified Public 
Accountant. cCMA = Certified Management Accountant. dCIA = Certified Internal 
Auditor.   
 
respondents in each group.     
The first objective of this study was to determine if graduates who fulfilled the 
150-hour requirement perceived that the accounting program helped develop their 
personal competencies for entry into the accounting profession.  Of the total 
respondents, 69.2% (90 out of 130) completed at least 150 hours.  For each of the five 
competencies listed, the mean response and standard deviation from all respondents 
who completed a 150-hour curriculum was calculated.  The five competencies are 
ranked according to the mean response in Table 10, with the competency receiving the  
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Table 10 
Mean Responses of Perceived Development of Personal Competencies for  
Accounting Graduates Completing At Least 150 Hours  
 
 
          Competency     Ma  SDa 
 
 
Interaction     4.13  0.93 
 
Problem Solving/Decision Making  4.09  0.79 
 
Professional Demeanor   3.94  0.78 
 
Communication    3.88  0.93 
 
Leadership      3.82  0.82 
 
Note. Survey responses were based on a five-point scale, where 1 = none, 2 = very little, 
3 = some, 4 = quite a bit, and 5 = very much.  Interpretive guidelines were as follows: 
4.5 or greater = very much, 3.5 to 4.49 = quite a bit, 2.5 to 3.49 = some, 1.5 to 2.49 = 
very little, and less than 1.5 = none. 
an = 90. 
 
highest mean response ranked first.  The competency of “interaction” had the highest 
mean response of 4.13, and the competency of “leadership” had the lowest mean 
response of 3.82.  Overall, the results indicated that respondents who completed at least 
150 hours perceived their accounting curriculum enhanced all of the personal 
competencies “quite a bit.”   
The second objective of this study was to compare the perceptions of the 
respondents based on the following two groupings: (1) type of accounting curriculum 
completed, and (2) type of job position held subsequent to completion of the accounting 
curriculum.  The respondents were first grouped according to how they completed the 
accounting curriculum.  The groupings were: (a) bachelor’s degree in accounting with 
less than 150 hours, (b) bachelor’s degree in accounting with at least 150 hours, (c) both 
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bachelor’s and master’s degrees in accounting, and (d) bachelor’s degree in accounting 
and a master’s degree in another business discipline.  For each grouping, the number 
and percentage of total respondents and the mean response to the five competencies is 
reported in Table 11.  A separate analysis of variance (ANOVA) for each of the five 
competencies was conducted to determine if there were significant differences among 
the mean responses of the groups (Donelan & Philipich, 2002). Results are presented in 
Tables 12 through 16.  All five tests resulted in low F values and p values greater than 
0.05, therefore, no significant differences were found in the respondents’ perceptions of 
development of personal competencies by accounting curriculum completed.  A finding 
of no significance does not necessarily conclude that there are no differences between 
the groups.  Other forms of measurement of the responses or the consideration of other 
variables may have identified differences.    
The respondents were then grouped by type of job position held.  The groupings 
were: (a) public accounting, (b) industry, and (c) other (government, not-for-profit, 
education, other, and not currently employed).  For each grouping, the number and 
percentage of total respondents and the mean response to the five competencies are 
reported in Table 17.  A separate analysis of variance (ANOVA) for each of the five 
competencies was conducted to determine if there were significant differences among 
the mean responses of the groups (Donelan & Philipich, 2002). Results are presented in 
Tables 18 through 22.  For the competencies of professional demeanor, problem 
solving/decision making, leadership, and communication, the tests resulted in low F  
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Table 11 
Summary Data of Accounting Graduates’ Perceived Development of Personal 
Competencies Categorized by Curriculum Completed 
 
    
M 
 
 
Curriculum 
Completed 
 
 
 
n 
 
% of Total 
Respondents 
 
 
PDa 
 
 
PS/DMa 
 
 
Ia 
 
 
La 
 
 
Ca 
 
BSb with less than 
150 hours 
 
 
40 
 
30.8 
 
3.75 
 
3.85 
 
3.85 
 
3.63 
 
3.65 
 
BSb with at least 
150 hours 
 
 
45 
 
34.6 
 
 
3.87 
 
4.02 
 
4.04 
 
3.78 
 
3.78 
 
BSb and Mb in 
accounting 
 
 
32 
 
24.6 
 
4.06 
 
4.25 
 
4.25 
 
4.00 
 
4.06 
 
BSb and MSb in 
another business  
discipline 
 
 
13 
 
10.0 
 
3.92 
 
3.92 
 
4.15 
 
3.54 
 
3.69 
Totals and Overall 
M 
 
130 
 
100.0 3.90 4.01 4.07 3.74 3.80 
Note. Survey responses were based on a five-point scale, where 1 = none, 2 = very little, 
3 = some, 4 = quite a bit, and 5 = very much.  Interpretive guidelines were as follows: 
4.5 or greater = very much, 3.5 to 4.49 = quite a bit, 2.5 to 3.49 = some, 1.5 to 2.49 = 
very little, and less than 1.5 = none. 
aPD = Professional Development, PS/DM = Problem Solving/Decision Making, I = 
Interaction, L = Leadership, C = Communication. bBS = bachelor’s degree and MS = 
master’s degree. 
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Table 12 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Professional  
Demeanor by Curriculum Completed 
 
 
  Source   df   MS    F    p   R2 
 
 
Curriculum   3  0.69  0.92  0.43  0.02 
Completeda 
 
Error   126  0.75    
 
Total   129 
 
aCurriculum categories were (1) bachelor’s degree in accounting with less than 150 
hours, (2) bachelor’s degree in accounting with at least 150 hours, (3) both bachelor’s 
and master’s degrees in accounting, and (4) bachelor’s degree in accounting with a 
master’s degree in another business discipline. 
 
 
Table 13 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Problem  
Solving/Decision Making by Curriculum Completed 
 
 
  Source   df    MS    F    p   R2 
 
 
Curriculum    3   0.99  1.31  0.27  0.03 
Completeda 
 
Error   126   0.75    
 
Total   129 
 
aCurriculum categories were (1) bachelor’s degree in accounting with less than 150 
hours, (2) bachelor’s degree in accounting with at least 150 hours, (3) both bachelor’s 
and master’s degrees in accounting, and (4) bachelor’s degree in accounting with a 
master’s degree in another business discipline. 
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Table 14 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Interaction  
by Curriculum Completed 
 
 
  Source   df   MS    F    p    R2 
 
 
Curriculum   3  1.01  1.07  0.37  0.03 
Completeda 
 
Error   126  0.94    
 
Total   129 
 
aCurriculum categories were (1) bachelor’s degree in accounting with less than 150 
hours, (2) bachelor’s degree in accounting with at least 150 hours, (3) both bachelor’s 
and master’s degrees in accounting, and (4) bachelor’s degree in accounting with a 
master’s degree in another business discipline. 
 
 
Table 15 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Leadership  
by Curriculum Completed 
 
 
  Source   df   MS    F    p    R2 
 
 
Curriculum    3  1.08  1.43  0.24  0.03 
Completeda 
 
Error   126  0.75    
 
Total   129 
 
aCurriculum categories were (1) bachelor’s degree in accounting with less than 150 
hours, (2) bachelor’s degree in accounting with at least 150 hours, (3) both bachelor’s 
and master’s degrees in accounting, and (4) bachelor’s degree in accounting with a 
master’s degree in another business discipline. 
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Table 16 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of  
Communication by Curriculum Completed 
 
 
  Source   df   MS    F    p    R2 
 
 
Curriculum    3  1.09  1.23  0.30  0.03 
Completeda 
 
Error   126  0.89    
 
Total   129 
 
aCurriculum categories were (1) bachelor’s degree in accounting with less than 150 
hours, (2) bachelor’s degree in accounting with at least 150 hours, (3) both bachelor’s 
and master’s degrees in accounting, and (4) bachelor’s degree in accounting with a 
master’s degree in another business discipline. 
 
values and p values greater than 0.05.  Therefore, no significant differences were 
revealed among the respondents’ perceptions by job position in the development of the  
personal competencies of professional demeanor, problem solving/decision making, 
leadership, and communication.  A finding of no significance does not necessarily 
conclude that there are no differences between the groups.  Other forms of measurement 
of the responses or the consideration of other variables may identify differences.    
For the competency of interaction, the ANOVA test revealed an F value of 4.35 
and p value of 0.02.  Therefore, a significant difference was revealed among the groups.  
Using the standards for interpreting effect sizes by Cohen (1988), the R2 value of 0.07 
indicates a small effect size existed.  Multiple comparisons using Bonferroni  and Tukey 
revealed that the “industry” grouping (M = 4.41) and the “other” grouping (M=3.74) 
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Table 17 
Summary Data of Accounting Graduates’ Perceived Development of Personal 
Competencies Categorized by Type of Job Position 
 
    
M 
 
 
Type of Job 
Position 
 
 
 
n 
 
% of Total 
Respondents 
 
 
PDa 
 
 
PS/DMa 
 
 
Ia 
 
 
La 
 
 
Ca 
 
Public Accounting 
 
 
57 
 
45.2 
 
3.89 
 
4.07 
 
4.05 
 
3.86 
 
3.84 
 
Industry 
 
 
33 
 
26.2 
 
 
3.76 
 
4.03 
 
4.39 
 
3.79 
 
3.94 
 
Otherb 
 
 
36 
 
28.6 
 
3.94 
 
3.89 
 
3.72 
 
3.56 
 
3.64 
Totals and Overall  
M 
 
126 
 
100.0 3.86 4.00 4.05 3.74 3.81 
Note. Survey responses were based on a five-point scale, where 1 = none, 2 = very little, 
3 = some, 4 = quite a bit, and 5 = very much.  Interpretive guidelines were as follows: 
4.5 or greater = very much, 3.5 to 4.49 = quite a bit, 2.5 to 3.49 = some, 1.5 to 2.49 = 
very little, and less than 1.5 = none.  
aPD = Professional Development, PS/DM = Problem Solving/Decision Making, I = 
Interaction, L = Leadership, C = Communication. bIncludes government (n = 14), not-
for-profit (n = 3), education (n = 1), other (n = 17), and not currently employed (n = 1). 
cThe total number of respondents included in this table is 126 because four respondents 
did not complete this portion of the survey. 
 
were significantly different.  This finding was inferred to indicate that the accounting 
curricula did a better job of developing interaction skills needed for jobs in industry 
versus other types of job positions (government, not- for-profit, education, and other).  
The “public accounting” grouping (M = 4.05) was not significantly different from the 
“industry” and “other” groupings.   
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Table 18 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Professional  
Demeanor by Type of Job Position 
 
 
  Source   df   MS    F    p    R2 
 
 
Type of Job    2      0.33  0.45  0.64  0.01 
Positiona 
 
Error   123      0.73        
 
Total   125 
 
aType of job positions were (1) public accounting, (2) industry, and (3) other 
(government, not- for-profit, education, other, and not currently employed). 
 
 
Table 19 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Problem  
Solving/Decision Making by Type of Job Position 
 
 
  Source    df   MS    F    p    R2 
 
 
Type of Job    2  0.37  0.50  0.61  0.01 
Positiona 
 
Error   123  0.75    
 
Total   125 
 
aType of job positions were (1) public accounting, (2) industry, and (3) other 
(government, not- for-profit, education, other, and not currently employed). 
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Table 20 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Interaction  
by Type of Job Position 
 
 
  Source    df   MS    F    p    R2 
 
 
Type of Job    2  3.89  4.35  0.02  0.07 
Positiona 
 
Error   123  0.89    
 
Total   125 
 
 
Results of Multiple Comparisonsb 
 
 
Type of Job Position     M/n   Groupingc 
 
 
Industry    4.41/32  A 
 
Public Accounting   4.05/57  A B 
 
Other     3.72/36   B 
 
aType of job positions were (1) public accounting, (2) industry, and (3) other 
(government, not- for-profit, education, other, and not currently employed). bMultiple 
comparisons made using Bonferroni and Tukey. cMeans with the same letter are not 
significantly different. 
 
The third objective of this study was to describe the type(s) of writing and/or 
presentation(s) that entry- level accounting professionals perform regularly.  In Part III 
of the survey instrument, respondents described the types of writing and/or 
presentations that are typically done in their current job.  The responses were 
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Table 21 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of Leadership  
by Type of Job Position 
 
 
  Source   df   MS    F    p    R2 
 
 
Type of Job    2  1.05  1.51  0.23  0.02 
Positiona 
 
Error   123  0.69    
 
Total   125 
 
aType of job positions were (1) public accounting, (2) industry, and (3) other 
(government, not- for-profit, education, other, and not currently employed). 
 
 
Table 22 
 
Analysis of Variance of Accounting Graduates’ Perceived Development of  
Communication by Type of Job Position 
 
 
  Source   df   MS    F    p    R2 
 
 
Type of Job    2  0.83  0.95  0.39  0.02 
Positiona 
 
Error   123  0.88    
 
Total   125 
 
aType of job positions were (1) public accounting, (2) industry, and (3) other 
(government, not- for-profit, education, other, and not currently employed). 
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summarized and are reported by type of job position in Table 23.  For this analysis, the 
public accounting grouping was further divided into three sub-groups: (1) audit, (2) tax, 
and (3) other.  As explained below, written comments from respondents working in the 
audit area of public accounting appeared different from comments of other respondents.   
Although interpreting written comments is subjective, it seemed appropriate to analyze 
the data with a further breakdown of the public accounting group.   
A common response among all the groups included both written and oral 
communication with co-workers and clients via e-mails and meetings.  Also, all the 
groups mentioned written documentation of work performed.  All of the groups used 
some common phrases to describe the frequency of the use of communication, such as 
“daily,” “constant,” “regular,” and “many.”  The public accounting audit group, 
however, was the most emphatic about stressing how much oral and written 
communication were used in the daily activities required of the job.  One graduate from 
the public accounting audit group provided a good summary of the importance of 
communication skills with this response, “I communicate with controllers and CFOs on 
a day-to-day basis.  Through corporate auditing, I provide explanations and 
documentation for every issue that may arise.  I am expected to possess excellent 
communication skills with the client and co-workers.”  A complete listing of all the 
responses to Part III of the survey are in Appendix G. 
The fourth objective of this study was to provide course- and activity-specific 
feedback to the accounting program regarding areas for potential improvements in the 
development of personal competencies.  Part II of the survey asked respondents to rate,  
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Table 23 
Summary of Accounting Graduates’ Responses for Types of Communication Performed  
by Entry-Level Accounting Professionals According to Type of Job 
 
 
Type of Job 
 
 
Types of Communication 
Public Accounting: 
Audit 
(n = 32) 
1. Constant documentation in audit workpapers 
2. Daily communication with clients: phone, fax, e-mail, face-
to-face 
3. Meetings with clients 
4. Meetings with audit team members at all levels 
5. Preparation of financial statements including footnotes 
6. Reports and letters to client management 
7. Oral presentations of financial statements 
8. Oral presentations on new pronouncements 
9. Narratives and flowcharts 
10. Professional letters to lawyers, actuaries, and other 
professionals 
 
Public Accounting: 
Tax 
(n = 6) 
1. Memos to clients 
2. Memos to partners and team members 
3. Department meetings 
4. E-mails and phone conversations with clients and team 
members 
5. Letters to the IRS and other government agencies 
 
Public Accounting: 
Other 
(n = 12) 
1. Daily documentation of work performed 
2. Meetings with clients and team members 
3. Presentations to clients 
4. Professional letters to lawyers, IRS, and clients 
5. E-mails and phone conversations with clients and other 
professionals 
6. Narratives and flowcharts 
 
 
         (table continues) 
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Table 23. (continued) 
 
 
Type of Job 
 
 
Types of Communication 
Industry 
(n = 26) 
1. Daily documentation of work completed 
2. Supervising/training employees 
3. Written and oral communication with auditors, upper 
management, vendors, staff, and tax authorities 
4. Completion of 10-K and 10-Q reports 
5. Presentations to management 
6. Staff meetings and planning sessions 
7. Constant e-mailing 
 
Othera 
(n = 24) 
1. Interviewing agency personnel 
2. Documentation of audit findings 
3. Detailed narratives document ing understanding of a system 
4. Presentations of financial statements 
5. Memos and meetings with co-workers and supervisors 
6. Written employee evaluations 
 
aThis category includes government, not-for-profit, education, other, and not currently 
employed.  
 
on a five-point scale, the degree to which they believed specific courses enhanced each 
of the five personal competencies.  For each course, the mean response for each of the 
five personal competencies and an overall mean response were calculated.  These mean 
responses are summarized in Tables 24 and 25.  Undergraduate courses are listed in 
Table 24 by descending overall mean, and graduate courses are listed in Table 25 by 
descending overall mean.      
Since the university has two distinct programs, undergraduate and graduate, it 
was useful to analyze undergraduate courses separately from graduate courses.  With 
the undergraduate courses, the overall mean responses ranged from a low of 2.98 to a 
high of 4.73.  Therefore, the respondents perceived that the undergraduate courses 
developed the personal competencies “some” to “very much.”  Internal Auditing I  
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Table 24 
 
Summary of Accounting Graduates’ Responses for Each Competency for Specific Undergraduate Accounting Courses 
 
   
Professional 
Demeanor 
 
 
Problem Solving/ 
Decision Making 
 
 
Interaction 
 
 
Leadership 
 
 
Communication 
 
 
Overall 
Course 
 
na M SD M SD M SD M SD M SD M 
 
ACCT 3233: 
Internal 
Auditing I 
 
 
31 
 
4.84 
 
0.45 
 
4.77 
 
0.50 
 
4.77 
 
0.67 
 
4.61 
 
0.62 
 
4.68 
 
0.60 
 
4.73 
ACCT 4234: 
Internal 
Auditing II 
 
21 4.57 0.98 4.52 0.93 4.48 1.03 4.48 0.98 4.52 0.98 4.51 
ACCT 4232: 
Advanced 
Auditing 
 
24 3.67 0.96 4.42 0.50 4.58 0.65 4.33 0.70 4.42 0.83 4.28 
ACCT 4121: 
Advanced Cost 
 
18 3.94 0.87 4.56 0.62 4.17 0.99 3.94 0.87 4.28 0.83 4.18 
 
               (table continues) 
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Table 24. (continued) 
 
   
Professional 
Demeanor 
 
 
Problem Solving/ 
Decision Making 
 
 
Interaction 
 
 
Leadership 
 
 
Communication 
 
 
Overall 
Course 
 
na M SD M SD M SD M SD M SD M 
 
ACCT 3222: 
Auditing 
 
 
125 
 
3.97 
 
1.07 
 
4.09 
 
0.96 
 
4.22 
 
0.95 
 
3.86 
 
1.11 
 
4.10 
 
1.02 
 
4.05 
ACCT 4236: 
Environmental & 
Safety Audit 
 
2 3.50 2.12 3.00 1.41 5.00 0.00 4.00 1.41 4.50 0.71 4.00 
ACCT 4235: 
Fraud Audit & 
Forensic 
Accounting 
 
13 3.31 1.25 4.00 0.91 4.00 0.91 3.46 1.20 4.15 0.90 3.78 
ACCT 4244: 
EDP Auditing 
 
16 3.31 0.95 3.56 0.73 3.56 1.09 3.56 1.03 3.94 1.06 3.59 
ACCT 3021: 
Intermediate 
Accounting II 
 
122 3.13 1.23 3.84 0.92 3.46 1.11 3.03 1.16 3.30 1.16 3.35 
 
               (table continues) 
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Table 24. (continued) 
 
   
Professional 
Demeanor 
 
 
Problem Solving/ 
Decision Making 
 
 
Interaction 
 
 
Leadership 
 
 
Communication 
 
 
Overall 
Course 
 
na M SD M SD M SD M SD M SD M 
 
ACCT 4022: 
Advanced 
Accounting 
 
 
121 
 
3.36 
 
1.04 
 
3.79 
 
0.96 
 
3.29 
 
1.00 
 
3.02 
 
1.00 
 
3.22 
 
1.04 
 
3.34 
ACCT 3122 
(formerly 4321): 
Accounting 
Information 
Systems 
 
122 2.83 1.17 3.41 1.18 3.50 1.27 2.99 1.20 3.24 1.27 3.19 
ACCT 4221: 
Income Tax 
Accounting II 
 
32 3.09 1.49 3.56 1.29 3.13 1.26 2.78 1.16 2.91 1.23 3.09 
ACCT 4421: 
Government & 
Not-for-Profit 
Accounting 
 
61 3.00 1.08 3.25 1.09 3.10 1.15 2.89 1.14 3.07 1.14 3.06 
 
               (table continues) 
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Table 24. (continued) 
 
   
Professional 
Demeanor 
 
 
Problem Solving/ 
Decision Making 
 
 
Interaction 
 
 
Leadership 
 
 
Communication 
 
 
Overall 
Course 
 
na M SD M SD M SD M SD M SD M 
 
ACCT 3121: 
Cost Analysis & 
Control 
 
 
122 
 
2.86 
 
1.18 
 
3.57 
 
1.08 
 
2.97 
 
1.09 
 
2.68 
 
1.08 
 
2.90 
 
1.12 
 
3.00 
ACCT 3221: 
Income Tax 
Accounting I 
 
126 3.10 1.19 3.51 1.03 2.89 1.00 2.62 1.00 2.81 1.12 2.99 
ACCT 3001 
(formerly 2021): 
Intermediate 
Accounting I 
 
119 2.77 1.10 3.64 0.90 2.98 1.01 2.70 1.04 2.83 1.05 2.98 
Note.  No respondents reported taking ACCT 4501, Petroleum Accounting, therefore, this course was not included in the table.  
Means that are in bold represent the highest mean response for that course.  Means that are italicized represent the lowest mean 
response for that course.  Survey responses were based on a five-point scale, where 1 = none, 2 = very little, 3 = some, 4 = quite a bit, 
and 5 = very much.  Interpretive guidelines were as follows: 4.5 or greater = very much, 3.5 to 4.49 = quite a bit, 2.5 to 3.49 = some, 
1.5 to 2.49 = very little, and less than 1.5 = none. 
aResults may not be reliable for courses that had a small number of responses. 
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Table 25 
Summary of Accounting Graduates’ Responses for Each Competency for Specific Graduate Accounting Courses 
   
Professional 
Demeanor 
 
 
Problem Solving/ 
Decision Making 
 
 
Interaction 
 
 
Leadership 
 
 
Communication 
 
 
Overall 
Course 
 
na M SD M SD M SD M SD M SD M 
 
ACCT 7233: 
Graduate Internal 
Audit 
 
 
6 
 
4.83 
 
0.41 
 
4.83 
 
0.41 
 
5.00 
 
0.00 
 
4.83 
 
0.41 
 
5.00 
 
0.00 
 
4.90 
ACCT 7234: 
Operational 
Auditing 
 
3 5.00 0.00 4.33 0.58 4.67 0.58 4.67 0.58 5.00 0.00 4.73 
ACCT 7222: 
Auditing Theory 
& Standards 
 
25 4.12 0.78 4.44 0.65 4.68 0.56 4.60 0.58 4.76 0.44 4.52 
ACCT 7235: 
Fraud Auditing 
 
10 4.30 0.82 4.30 0.82 4.50 0.71 4.40 0.84 4.40 0.84 4.38 
 
               (table continues) 
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Table 25. (continued) 
 
   
Professional 
Demeanor 
 
 
Problem Solving/ 
Decision Making 
 
 
Interaction 
 
 
Leadership 
 
 
Communication 
 
 
Overall 
Course 
 
na M SD M SD M SD M SD M SD M 
 
ACCT 7021: 
Advanced 
Theory of 
Accounts 
 
 
26 
 
3.81 
 
1.06 
 
4.31 
 
0.74 
 
3.81 
 
1.06 
 
3.73 
 
1.08 
 
3.89 
 
0.95 
 
3.91 
ACCT 7201: 
Tax Aspects of 
Business Entities 
 
12 3.42 1.24 3.92 1.00 3.92 1.00 3.50 1.00 3.83 1.03 3.72 
ACCT 7210: 
Tax Research, 
Planning & 
Decision Making 
 
8 3.25 0.89 3.38 1.41 3.75 1.39 3.88 1.36 3.75 1.58 3.60 
ACCT 7244: 
Systems 
Auditing 
 
13 3.31 1.12 3.46 1.05 3.39 1.33 3.31 1.03 3.85 0.90 3.46 
 
               (table continues) 
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Table 25. (continued) 
 
   
Professional 
Demeanor 
 
 
Problem Solving/ 
Decision Making 
 
 
Interaction 
 
 
Leadership 
 
 
Communication 
 
 
Overall 
Course 
 
na M SD M SD M SD M SD M SD M 
 
ACCT 7122: 
Budgeting, Cost 
& Control 
 
 
20 
 
2.65 
 
1.35 
 
3.05 
 
1.50 
 
2.95 
 
1.40 
 
2.45 
 
1.36 
 
2.85 
 
1.60 
 
2.79 
Note.  Only one respondent reported taking ACCT 7310, Tax Aspects of Personal Financial Planning, therefore, this course was not 
included in the table.  Means that are in bold represent the highest mean response for that course.  Means that are italicized represent 
the lowest mean response for that course.  Survey responses were based on a five-point scale, where 1 = none, 2 = very little, 3 = 
some, 4 = quite a bit, and 5 = very much.  Interpretive guidelines were as follows: 4.5 or greater = very much, 3.5 to 4.49 = quite a bit, 
2.5 to 3.49 = some, 1.5 to 2.49 = very little, and less than 1.5 = none. 
aResults may not be reliable for courses that had a small number of responses. 
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(ACCT 3233) and Internal Auditing II (ACCT 4234) had the highest overall mean 
responses, 4.73 and 4.51, respectively.  The undergraduate course with the lowest 
overall mean response of 2.98 was Intermediate Accounting I (ACCT 3001).  Income 
Tax Accounting I (ACCT 3221) and Cost Analysis and Control (ACCT 3121) had the 
next lowest overall mean responses of 2.99 and 3.00, respectively.   
At the graduate level, the overall mean responses ranged from a low of 2.79 to a 
high of 4.90.  Therefore, the respondents perceived that the graduate courses developed 
the personal competencies “some” to “very much.”  Graduate Internal Audit (ACCT 
7233) had the highest overall mean response of 4.90, and Operational Auditing (ACCT 
7234) had the second highest overall mean response of 4.73.  However, for both of 
these courses, there were a small number of responses, six for Graduate Internal Audit 
and three for Operational Auditing, therefore, the results may not be reliable.  The 
graduate course with the third highest overall mean response of 4.52 was Auditing 
Theory and Standards (ACCT 7222).  Theses results were more reliable because there 
were 25 respondents for this course.  The graduate course with the lowest overall mean 
response of 2.79 was Budgeting, Cost and Control (ACCT 7122).   At both the 
undergraduate and graduate levels, internal audit classes had the highest overall mean 
responses which implied respondents perceived these courses developed the five 
competencies “very much.” 
In Table 24, mean responses are shown for each of the five personal 
competencies for each course.  For each course, the competency that received the 
highest mean response is bolded in the table.  There are 16 undergraduate courses listed 
in the table.  The personal competency of “problem solving/decision making” received 
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the highest mean response in 8 of the 16 undergraduate courses.  The personal 
competency of “interaction” received the highest mean response in four of the 
undergraduate courses.  The “professional demeanor” competency received the highest 
mean response in two of the courses, and the “communication” competency also 
received the highest mean response in two of the courses.  The competency of 
“leadership” did not receive the highest mean response in any undergraduate class.   
For each course, the competency that received the lowest mean response is 
italicized in Table 24.  The competency of “leadership” received the lowest mean 
response in 9 of the 16 undergraduate courses and was tied for the lowest mean 
response in two courses.  The “professional demeanor” competency received the lowest 
mean response in four undergraduate courses and was tied with “leadership” in one 
course. The competency of “problem solving/decision making” received the lowest 
mean response in one course, Environmental and Safety Audit.  However, there were 
only two respondents for this course, therefore, the results may not be reliable.  The 
“interaction” competency was tied with “leadership” as the lowest mean response in one 
course.  The competency of “communication” did not receive the lowest mean response 
in any undergraduate course.  In summary, the results imply that at the undergraduate 
level, the focus is on development of problem solving/decision making and interaction 
with less focus on the development of leadership, professional demeanor, and 
communication.    
At the graduate level, there are nine courses listed in Table 25.  The competency 
of “communication” received the highest mean response in three graduate courses and 
was tied with “interaction” in one course.  The competency of “problem 
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solving/decision making” received the highest mean response in two graduate courses 
and was tied with “interaction” in one course.  The competency of “interaction” 
received the highest mean response in one graduate course.  The “professional 
demeanor” competency received the highest mean response in one graduate course.  
The competency of “leadership” received the highest mean response in one graduate 
course, Tax Research, Planning and Decision Making.  However, there were only eight 
respondents for this course, therefore, the results may not be reliable. 
At the graduate level, the competency of “professional demeanor” received the 
lowest mean response in three courses and was tied for the lowest mean response in 
three other courses.  The “leadership” competency received the lowest mean response in 
three courses and was tied with “professional demeanor” in one course.  The 
competency of “problem solving/decision making” received the lowest mean response 
in one course and was tied in two other courses.  The competencies of “interaction” and 
“communication” did not receive the lowest mean response in any graduate course.  In 
summary, the results imply that at the graduate level, the focus is on the development of 
communication, interaction, and problem solving/decision making with less focus on 
professional demeanor and leadership.       
In Part II of the survey, respondents were also asked to describe relevant 
activities in any courses that helped develop personal competencies.  Not all 
respondents completed the section for relevant activities, but the comments that were 
received are summarized by course in Table 26.  For every course except Income Tax 
Accounting II (ACCT 4221), respondents listed group work (such as projects, 
discussions, and case studies) as a relevant activity.  For 13 of the 25 courses,  
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Table 26 
 
Summary of Accounting Graduates’ Responses for Relevant Activities by Course 
 
 
    Course    Relevant Activities 
 
 
ACCT 3001  1. Group assignments/projects/discussions/case studies 
(formerly 2021): 2. Strict deadlines for turning in work 
Intermediate  3. Lectures/demonstrations 
Accounting I  4. Style of instructor 
 
ACCT 3021:  1. Group assignments/projects/discussions/case studies 
Intermediate  2. Strict deadlines 
Accounting II  3. Required homework 
   4. Style of instructor 
   5. Presentations 
   6. Creative assignments (games, activities, projects) 
   7. Research papers 
   8. Emphasis on real world situations 
 
ACCT 3121:  1. Group assignments/projects/discussions/case studies 
Cost Analysis   2. Strict deadlines 
and Control  3. Lectures/demonstrations 
   4. Required homework 
   5. Research papers 
   6. Quizzes 
   7. Emphasis on real world situations 
 
ACCT 3122  1. Group assignments/projects/discussions/case studies 
(formerly 4321): 2. Lectures/demonstrations 
Accounting  3. Presentations 
Information   4. Emphasis on real work situations 
Systems 
 
ACCT 3221:  1. Group assignments/projects/discussions/case studies 
Income Tax  2. Strict deadlines 
Accounting I  3. Role playing/simulations 
4. Emphasis on real world situations 
 
 
         (table continues)  
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Table 26. (continued) 
 
 
    Course    Relevant Activities 
 
 
ACCT 3222:  1. Group assignments/projects/discussions/case studies 
Auditing  2. Strict deadlines 
   3. Required homework 
   4. Presentations 
   5. Creative activities (games, activities, projects) 
   6. Role playing/simulations 
   7. Emphasis on real world situations 
8. Guest speakers 
   9. Preparation for professional certification 
 
ACCT 3233:  1. Group assignments/projects/discussions/case studies 
Internal  2. Guest speakers 
Auditing I  3. Preparation for professional certification 
 
ACCT 4022:  1. Group assignments/projects/discussions/case studies 
Advanced  2. Strict deadlines 
Accounting  3. Lectures/demonstrations 
4. Required homework 
 
ACCT 4121:  1. Group assignments/projects/discussions/case studies 
Advanced Cost 2. Emphasis on real world situations 
   3. Field trips 
 
ACCT 4221:  1. Preparation for professional certification 
Income Tax 
Accounting II 
 
ACCT 4232:  1. Group assignments/projects/discussions/case studies 
Advanced  2. Presentations  
Auditing  3. Creative assignments (games, activities, projects) 
 
ACCT 4234:  1. Group assignments/projects/discussions/case studies 
Internal   2. Preparation for professional certification 
Auditing II 
 
 
         (table continues) 
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Table 26. (continued) 
 
 
    Course    Relevant Activities 
 
 
ACCT 4235:  1. Group assignments/projects/discussions/case studies 
Fraud Audit and  2. Presentations 
Forensic Accounting 
 
ACCT 4236:  1. Group assignments/projects/discussions/case studies 
Environmental and  2. Presentations 
Safety Audit 
 
ACCT 4244:  1. Group assignments/projects/discussions/case studies 
EDP Auditing  2. Creative assignments (games, activities, projects) 
   3. Preparation for professional certification 
   4. Field trips 
 
ACCT 4421:  1. Group assignments/projects/discussions/case studies 
Government and  2. Required homework 
Not-for-Profit  3. Preparation for professional certification 
Accounting 
 
ACCT 7021:  1. Group assignments/projects/discussions/case studies 
Advanced Theory 2. Strict deadlines 
of Accounts  3. Presentations 
   4. Quizzes 
   5. Preparation for professional certification 
 
ACCT 7122:  1. Group assignments/projects/discussions/case studies 
Budgeting, Cost 
And Control 
 
ACCT 7201:  1. Group assignments/projects/discussions/case studies 
Tax Aspects of  2. Presentations 
Business Entities 
 
ACCT 7210:  1. Group assignments/projects/discussions/case studies 
Tax Research,  
Planning and  
Decision Making 
 
 
         (table continues) 
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Table 26. (continued) 
 
 
    Course    Relevant Activities 
 
 
ACCT 7222:  1. Group assignments/projects/discussions/case studies 
Auditing Theory 2. Presentations 
and Standards  3. Creative assignments (games, activities, projects) 
 
ACCT 7233:  1. Group assignments/projects/discussions/case studies 
Graduate Internal 2. Presentations 
Audit 
 
ACCT 7234:  1. Group assignments/projects/discussions/case studies 
Operational  2. Presentations  
Auditing  3. Preparation for professional certification 
 
ACCT 7235:  1. Group assignments/projects/discussions/case studies 
Fraud Auditing 2. Presentations 
 
ACCT 7244:  1. Group assignments/projects/discussions/case studies 
Systems Auditing 2. Presentations 
   3. Research papers 
 
Note. There were no responses for relevant activities for Tax Aspects of Personal 
Financial Planning (ACCT 7310).  
 
respondents listed presentations as a relevant activity.  Just focusing on the graduate 
level, presentations were listed as a relevant activity for seven out of nine graduate 
courses.  Some other commonly listed relevant activities were required homework, 
emphasis on real world activities, and preparation for professional certification.   
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CHAPTER 5 – SUMMARY, CONCLUSIONS, AND 
RECOMMENDATIONS 
 
Summary 
 
 The purpose of this study was to determine if accounting graduates perceived 
that their accounting curriculum enhanced the development of their personal 
competencies of professional demeanor, problem solving/decision making, interaction, 
leadership, and communication.  The target population for this study was accounting 
graduates, both undergraduate and graduate, from a large public university located in a 
state that requires 150-hours of college education to take the CPA exam.  A 
convenience sample of accounting graduates from LSU was selected.  A survey mailed 
to accounting graduates who graduated from Fall 1999 to Spring 2002 was used to 
gather the data for the study.  Of the 425 graduates who are assumed to have received 
the survey, 130 responded which corresponds to a response rate of 30.6%.  Responses 
from graduates with different curricular paths were compared to determine if significant 
differences existed in their perceptions of the development of their personal 
competencies.  Responses from graduates who currently work in different job positions 
were also compared to determine if significant differences existed in their perceptions 
of the development of their personal competencies.  Additionally, course- and activity-
specific information was collected to provide feedback to the department of accounting 
regarding areas for potential improvements in the development of personal 
competencies.   
 The first objective was to determine if graduates who fulfilled the 150-hour 
requirement perceived that the accounting program helped develop their personal 
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competencies for entry into the accounting profession.  All of the competencies were 
perceived to have been developed “quite a bit.”  The competency of “interaction” was 
perceived to have been developed the most, and the competency of “leadership” was 
perceived to have been developed the least. 
   The second objective was to compare the perceptions of the respondents based 
on two groupings: (1) type of accounting curriculum completed, and (2) type of job 
position held subsequent to completion of the accounting curriculum.  The types of 
accounting curricula completed were (a) bachelor’s degree in accounting with less than 
150 hours, (b) bachelor’s degree in accounting with at least 150 hours, (c) both 
bachelor’s and master’s degrees in accounting, and (d) bachelor’s degree in accounting 
and a master’s degree in another business discipline.  No significant differences were 
found regarding their perceptions of the development of their personal competencies.  
The types of job positions held were (a) public accounting, (b) industry, and (c) other 
(government, not- for-profit, education, other, and not currently employed).  For the 
competencies of professional demeanor, problem solving/decision making, leadership, 
and communication, no significant differences were found regarding their perceptions 
of the development of their personal competencies.  For the competency of interaction, 
a significant difference was found between the “industry” and “other” groups.  The 
“industry” group responded that they perceived their accounting program developed 
interaction skills significantly better than the “other” group.   
 The third objective of this study was to describe the type(s) of writing and/or 
presentation(s) that entry- level accounting professionals perform regularly.  The 
responses were summarized by type of job position.  All groups stressed the frequency 
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of written documentation of work performed and oral and written communication with 
clients and co-workers.  Methods of communication included e-mails, telephone 
conversations, professional letters, and face-to-face meetings.  The public accounting 
audit group was the most emphatic about stressing how much oral and written 
communication were used in the daily activities required of the job.   
 The fourth objective of this study was to provide course- and activity-specific 
feedback to the accounting program regarding areas for potential improvements in the 
development of personal competencies.  At the undergraduate level, respondents 
perceived that the competencies of problem solving/decision making and interaction 
were more developed in their accounting courses than the competencies of leadership, 
professional demeanor, and communication.  At the graduate level, respondents 
perceived that the competencies of communication, interaction, and problem 
solving/decision making were more developed in their accounting courses than the 
competencies of professional demeanor and leadership.  For every course except one 
(Income Tax Accounting II), respondents reported “group work” as a relevant activity. 
The incorporation of group activities in almost all accounting courses helps to explain 
the high ratings the respondents gave for the development of the competency of 
interaction.  Other commonly listed relevant activities were presentations, required 
homework, emphasis on real world activities, and preparation for professional 
certifications.   
Conclusions 
 Several conclusions can be drawn from this study regarding accounting 
education and the accounting program at LSU.  First, graduates perceived that the 150-
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hour programs at LSU are deve loping personal competencies.  In particular, graduates 
perceived the competency of interaction as being developed the most.  However, no 
difference existed in the perceptions of the development of personal competencies 
among graduates who completed a 150-hour curriculum and those who did not.  Also, 
no “one way” of fulfilling the 150-hour requirement was superior in terms of the 
perceived development of personal competencies.  These conclusions are contradictory 
to the conclusions drawn by Donelan and Philipich (2002).  In surveying CPA exam 
candidates from the southeast region, Donelan and Philipich found that respondents 
who had completed a master’s in accounting were significantly more satisfied with their 
preparation in interpersonal, communication, and critical thinking skills than those who 
had completed a bachelor’s degree with at least 150 hours.  However, Donelan and 
Philipich did not have any comparisons to graduates with less than 150 hours because 
their sample was drawn from CPA exam candidates who must have at least 150 hours to 
take the exam.   
Second, no difference exists in the perceived development of professional 
demeanor, problem solving/decision making, leadership, and communication skills 
among graduates who work in different job positions in accounting.  A difference does 
exist in the perceived development of interaction skills among graduates who work in 
industry and those who work in other areas such as government, not-for-profit, and 
education.  This could indicate that students are not receiving enough exposure to 
practicing in areas of accounting other than public accounting and industry.  Perhaps 
this resulted because accounting faculty tend to relay their own experiences with 
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working in public accounting and industry and design classroom activities to model 
those work environments. 
Third, oral and written communication skills are important for success in all 
types of job positions.  No matter what type of accounting position a new graduate 
accepts, he/she will be expected to communicate effectively with coworkers, 
supervisors, clients, and regulating authorities.  This supports prior research that 
concluded that practitioners, academics, and undergraduate students feel that personal 
competencies are important for success in the accounting profession (Albrecht & Sack, 
2000; Bhamornsiri & Guinn, 1991; Christensen & Rees, n.d.; Devine, O’Clock, & 
Willis, 1997; Francisco & Kelly, n.d.; Novin, Fetyko, & Tucker, 1997; Novin & 
Tucker, 1993, Rezaee & Elmore, 1993).    
Finally, the accounting program at LSU needs to improve the development of 
leadership and professional demeanor skills.  At both the undergraduate and graduate 
level, graduates perceived these skills as being the least developed.  On a positive note, 
the accounting program is excelling at developing interaction, problem solving/decision 
making, and communication skills.  This was shown by the high ratings these 
competencies received from the respondents and by the fact that almost every 
accounting course uses group assignments as part of the course activities. 
Recommendations 
 Prior research supports the use of alumni surveys as part of an overall 
assessment program because feedback from graduates can provide valuable information 
to help improve accounting programs (Akers, Giacomino, & Trebby, 1997; DeMong, 
Lindgren, & Perry, 1994; Reinstein & May, 1997; Stivers, Campbell, & Hermanson, 
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2000).  Data gathered from the current alumni survey reveals recommendations for 
improvements to the accounting program at LSU.  First, faculty should strive to 
incorporate classroom activities that develop leadership skills and professional 
demeanor skills.  Some suggestions for activities that could be incorporated in the 
classroom to develop these competencies include (1) having an open panel discussion 
with professionals about daily work life as a practicing accountant, (2) assigning case 
studies involving ethical dilemmas, (3) assigning group activities and rotating leaders 
for each activity, (4) completing peer leadership evaluations on group members, and (5) 
assigning service- learning projects in classes and in student accounting organizations 
(Cook, DeBerg, Michenzi, Milano, & Rama, 2003).  The accounting department should 
support and encourage faculty growth in the area of developing personal competencies 
in the classroom.      
 Another recommendation is for the accounting program to strive to enlighten 
students about other types of jobs that are available to accounting graduates besides 
those in public accounting and industry.  Faculty should partner with practitioners in 
other areas, such as governmental auditing and management consulting firms, to 
provide students with a broader concept of various work environments.  For example, a 
governmental auditor could be a guest speaker in an auditing class and could discuss 
how to be an effective team member on a governmental audit.  Another example would 
be that a restaurant owner could discuss the costs associated with employee turnover 
with a cost accounting class.   
 Data gathered from this alumni survey also raises questions that are applicable 
to all university courses.  For example, does class size have an impact on the 
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development of personal competencies?  In this study, respondents perceived that 
graduate accounting courses and upper level undergraduate accounting courses had 
more of an impact on the development of personal competencies than lower level 
accounting courses.  Traditionally, the upper level courses have smaller class sizes.  
What activities are taking place in the upper level courses that may not be taking place 
in the lower level classes?  Many universities, including LSU, are moving to larger class 
sizes in an effort to meet budgetary constraints.  How will larger class sizes affect the 
ability of faculty to develop students’ personal competencies? 
Because the 150-hour requirement is flexible, educational institutions across the 
country are offering diverse paths for students to meet the requirement.  Cook (1996) 
states “although it is easy to determine if 150 hours have been completed, it is very 
difficult to determine if, and to what extent, the additional hours result in improved 
capabilities” (p. 222).  This study shows that graduates at one university who completed 
the additional hours did not perceive any difference in personal competency 
development from those who did not complete the additional hours.  What does this 
mean for accounting education?  Are the additional hours really necessary?  Was 
implementing the 150-hour rule a mistake and a waste of student and educational 
resources (Albrecht and Sack, 2000)?  A more nationwide study including multiple 
universities should be conducted to determine if graduates perceive an improvement in 
the development of personal competencies by fulfilling the 150-hour requirement.  A 
more comprehensive study could track accounting students throughout their college 
curricula and into the workforce and measure if graduates with additional hours are 
more satisfied with the development of their personal competencies.  Additionally, a 
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study could focus on the perceptions of employers of recent accounting graduates.  Do 
employers perceive that new hires that completed a 150-hour curriculum have more 
developed personal competencies than new hires that did not complete the extra hours?  
More research in the area of personal competency development can be used to help in 
continuous improvement in existing accounting programs and in programs that are yet 
to be developed in states with future implementation plans for the 150-hour 
requirement.   
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APPENDIX A 
 
STATE REQUIREMENTS FOR CERTIFICATION AND LICENSURE 
 
State Board Website     General Qualifications                         Education                       Experiencea   
 Age Citizen Required in State: 
Residency (R), 
Employment (E), or 
Office (O) 
College Education 
 
Semester Hours 
in Accounting b 
Certificate/Permit 
to Practice (in 
years) 
License/Permit 
to Practice (in 
years) 
Alabama 
www.asbpa.state.al.us 
19 Yes N/A Bac/150 hrs/Graduate  33 c 0 2 
Alaska 
www.dced.state.ak.us/occ
/pcpa.htm 
19 No N/A Bac/150 hrs 15 2-3 e 2-3 d e 
Arizona 
www.accounting.state.az.
us 
18 No N/A Baccalaureate f 
Graduate 
24 
24 
2 
1 
2 d 
1 
Arkansas 
www.state.ar.us/asbpa 
N/A No R/E/O Bac/150 hrs/Graduate 30 c 1 1 
California 
www.dca.ca.gov/cba 
18 No N/A Bac/120 hrs. 
Bac/150 hrs. 
24 
24 
2 
1 
2 d 
1 
Colorado 
www.dora.state.co/ 
accountants 
N/A No N/A Bac/120 hrs. 
Graduate 
27 
45 
1 
0 
1 d 
0 
Connecticut 
www.sots.state.ct.us/ 
SBOA/SBOAindex.html 
N/A No N/A Bac/150 hrs 36 3 3 d 
Delaware 
www.state.de.us/das 
18 No N/A Associates  
Baccalaureate 
Graduate 
21 
21 
21 
0 
0 
0 
4 
2 
1 
District of Columbia 
www.dcra.org/acct/ 
newboa.shtm 
18 No R/E  Bac/150 hrs 24 0 2 
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APPENDIX A (CONTINUED) 
 
 
State Board Website     General Qualifications                         Education                       Experiencea   
 Age Citizen Required in State: 
Residency (R), 
Employment (E), or 
Office (O) 
College Education 
 
Semester Hours 
in Accounting b 
Certificate/Permit 
to Practice (in 
years) 
License/Permit 
to Practice (in 
years) 
Florida 
www.state.fl.us/dbpr/ 
cpa/index.shtml 
N/A No N/A Bac/150 hrs/Graduate 
 
36 c 0 0 d 
Georgia 
www.sos.state.ga.us/plb/ 
accountancy/ 
18 No N/A Bac/150 hrs 30 c 0 2 
Hawaii 
www.state.hi.us/dcca/ 
pvl/index.html 
18 Yes N/A Bac/150 hrs/Graduate 24 c 2 2  
Idaho 
www.state.id.us/boa 
18 No R g Bac/150 hrs/Graduate 24 2 2 d 
Illinois  
www.illinois-cpa-exam. 
com 
18 No N/A Bac/150 hrs 
Graduate 
24 
15 h 
0 
0 
1 
1 
Indiana 
www.state.in.us/pla/ 
bandc/accountancy/ 
18 No N/A Bac/150 hrs 
Graduate 
20 
16 
2 
2 
2 d 
2 
Iowa 
www.state.ia.us/iacc 
N/A No R/E/O Bac/150 hrs/Graduate 24 0 2 
Kansas 
www.ksboa.org 
N/A No R/E/O Bac/150 hrs/Graduate 30 0 1 
Kentucky 
cpa.state.ky.us 
18 No N/A Bac/150 hrs 27 1 1 
Louisiana 
www.cpaboard.state.la.us 
N/A No R i Bac/150 hrs 
Graduate 
24 c 
21 c 
1 
1 
1 d 
1 
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APPENDIX A (CONTINUED) 
 
State Board Website     General Qualifications                         Education                       Experiencea   
 Age Citizen Required in State: 
Residency (R), 
Employment (E), or 
Office (O) 
College Education 
 
Semester Hours 
in Accounting b 
Certificate/Permit 
to Practice (in 
years) 
License/Permit 
to Practice (in 
years) 
Maine 
www.maineprofessionalr
eg.org  
18 No N/A Bac/150 hrs/Graduate  15 2 2  
Maryland 
www.dllr.state.md.us/ 
license/occprof/account.  
html 
18 No N/A Bac/150 hrs/Graduate 27 1 1  
Massachusetts  
www.state.ma.us/reg/ 
boards/pa 
18 No N/A Bac/150 hrs 
Graduate 
24 c 
18 c 
1 
0 
1 d 
0 
Michigan 
www.cis.state.mi.us/bcs/ 
acct/ 
N/A No N/A Bac/150 hrs  
Graduate 
30 
12 h 
1 
1 
1  
1 
Minnesota 
www.boa.state.mn.us 
18 No R/E/O 0 yrs j 
2 yrs postsecondary j 
Bac w/o acctg major j 
Bac w/ acctg major j 
Grad in Acctg 
 
 
24 
24 
24 
5 
3 
0-1 
0 
0 
1 
2 
2 
2 
1 
Mississippi 
www.msbpa.state.ms.us 
N/A No R/O Bac/150 hrs/Graduate 24 1 1 d 
Missouri 
www.ecodev.state.mo.us/ 
pr/account/ 
21 No R/E/O Bac/150 hrs/Graduate 27 c 0 2-4 
Montana 
www.discoveringmontan
a.com/dli/pac 
N/A No N/A Bac/150 hrs 24 c 0 1-2  
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APPENDIX A (CONTINUED) 
 
State Board Website     General Qualifications                         Education                       Experiencea   
 Age Citizen Required in State: 
Residency (R), 
Employment (E), or 
Office (O) 
College Education 
 
Semester Hours 
in Accounting b 
Certificate/Permit 
to Practice (in 
years) 
License/Permit 
to Practice (in 
years) 
Nebraska 
www.nol.org/home/BPA 
N/A No R/E/O Bac/150 hrs/Graduate 30 c 0 2 
Nevada 
www.cpa.nvaaccountan 
cy.com 
N/A No N/A Bac/150 hrs 30 c 2 2 d 
New Hampshire 
www.state.nh.us/ 
accountancy 
21 No N/A Baccalaureate k 
Graduate 
-- l 2 
1 
2 d 
1 
New Jersey 
www.state.nj.us/lps/ca/ 
nonmed.htm 
18 No N/A Bac/150 hrs 
Graduate 
24 
15 
1 
1 
1 d 
1 
New Mexico 
www.rld.state.nm.us/ 
b&c/accountancy/index.h
tm 
18 No N/A Baccalaureate m 
 
30 1 1 d 
New York 
www.op.nysed.gov/cpa. 
htm 
21 No N/A 0 years 
Baccalaureaten 
Bac/150 hrs/Graduate 
0 
24 
33 
15 
2 
1 
15 d 
2 
1 
North Carolina 
www.state.nc.us/cpabd 
18 No N/A Bac/150 hrs o 
Graduate 
30 1 
0 
1 d 
0 
North Dakota 
www.state.nd.us/ndsba 
N/A No N/A Bac/150 hrs/Graduate 24 1 1 
Ohio 
www.state.oh.us/acc 
18 No R/E/O Bac/150 hrs/Graduate 30 1 1 
Oklahoma 
www.state.ok.us/~oab 
N/A No R Bac/150 hrs/Graduate 36 1 1 d 
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APPENDIX A (CONTINUED) 
 
State Board Website     General Qualifications                         Education                       Experiencea   
 Age Citizen Required in State: 
Residency (R), 
Employment (E), or 
Office (O) 
College Education 
 
Semester Hours 
in Accounting b 
Certificate/Permit 
to Practice (in 
years) 
License/Permit 
to Practice (in 
years) 
Oregon 
www.boa.state.or.us/ 
boa.html 
N/A No N/A Bac/150 hrs 24 1 1 
Pennsylvania 
www.dos.state.pa.us/ 
bpoa/cwp 
18 No E or O Bac/150 hrs 
Graduate 
 
36 
24 
2 
1 
2 d 
1 
Rhode Island 
www.dbr.state.ri.us 
 
N/A No R/E/O Bac/150 hrs 
Graduate 
24 2 
1 
2 d 
1 
South Carolina 
www.llr.state.sc.us/ 
POL/accountancy/ 
default.htm 
18 No N/A Bac/150 hrs/Graduate 24 2 2 d 
South Dakota 
www.state.sd.us/dcr/ 
accountancy 
N/A No R/E/O Bac/150 hrs 24 0 1 
Tennessee 
www.state.tn.us/ 
commerce/tnsba 
N/A No R/E/O Bac/150 hrs/Graduate 
 
24 
 
1 
 
1 d 
 
Texas 
www.tsbpa.state.tx.us 
N/A No N/A Bac/150 hrs/Graduate 30 c - p - p 
Utah 
www.dopl.utah.gov 
N/A No N/A Bac/150 hrs 
Graduate 
24-36 q 
15-24 q 
1 1 
Vermont 
vtprofessionals.org/opr1/ 
accountants 
18 No N/A 60 semester hours 30 0 2-4 p 
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APPENDIX A (CONTINUED) 
 
State Board Website     General Qualifications                         Education                       Experiencea   
 Age Citizen Required in State: 
Residency (R), 
Employment (E), or 
Office (O) 
College Education 
 
Semester Hours 
in Accounting b 
Certificate/Permit 
to Practice (in 
years) 
License/Permit 
to Practice (in 
years) 
Virginia 
www.boa.state.va.us 
N/A No N/A Baccalaureate r 24 1 1 d 
Washington 
www.cpaboard.wa.gov 
N/A No N/A Bac/150 hrs/Graduate 24 0 1 
West Virginia 
www.state.wv.us/wvboa/ 
18 No R/E or O Bac/150 hrs/Graduate 27 c 1 1 
Wisconsin 
www.drl.state.wi.us 
18 No N/A Bac/150 hrs 
Graduate 
24 
15-24 q 
1 1 d 
Wyoming 
cpaboard.state.wy.us  
19 No R/E or O Bac/150 hrs/Graduate 24 0 2 
 
Note. From NASBA (2002) and individual state websites. 
aExperience refers to public accounting experience.  Requirements may vary for other types of experience, such as industry, 
government and education.  bHours are for accounting courses only.  Refer to state websites for detailed breakdown of specific 
accounting courses and for non-accounting course requirements.  cAbove introductory level.  dThere is no distinction between a 
license and a certificate.  eYears of experience required depends on education.  fEffective 6/30/04, candidates will need 150 hours of 
college education with at least 36 hours in accounting.  gResidency required for examination applicants only.  hHours must be at 
graduate level.  iFour months of legal residency required.  jAfter 7/1/06, only candidates with baccalaureate or higher degrees with 
150-hours can sit for the exam.  kAfter 1/1/05, candidates must have a baccalaureate or higher degree with at least 120 hours with an 
accounting concentration.  lState does not specify, only mentions an accounting concentration is required.  mAfter 7/1/04, candidates 
must have a baccalaureate or higher degree with 150-hours.  nThis option not available after 8/1/09.  o150-hours is only required for 
licensure, not to sit for the exam.  pDepends on the educational experience of the applicant.  qDepends on the combination of 
undergraduate and graduate accounting courses.  rAfter 1/1/06, candidates must have a baccalaureate or higher degree with 150-hours 
with 30 hours of accounting courses. 
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APPENDIX B 
 
CURRENT STATUS OF THE 150-HOUR REQUIREMENT 
BY STATE 
 
 
41 states that have the 150-hour requirement in effect 
 
State   Effective Date  State   Effective Date 
 
 
Alabama   01/01/95 Montana 07/01/97 
Alaska   01/01/01 Nebraska  01/01/98 
Arkansas  01/01/98 Nevada   01/01/01 
Connecticut  01/01/00 New Jersey  07/01/00 
District of Columbia  01/02/00 North Carolina  01/01/01 
Florida   08/01/83 North Dakota  01/01/00 
Georgia    01/01/98 Ohio    01/01/00 
Hawaii   12/31/00 Oklahoma   07/01/03 
Idaho   07/01/00 Oregon   01/01/00 
Illinois    01/01/01 Pennsylvania     01/01/00 
Indiana   01/01/00 Rhode Island  07/01/99 
Iowa    01/01/01 South Carolina  07/01/97 
Kansas   06/30/97 South Dakota  01/01/98 
Kentucky  01/01/00 Tennessee  04/14/93 
Louisiana  12/31/96 Texas   08/31/97 
Maine   05/01/03 Utah   07/01/94 
Maryland  07/01/ 99 Washington  07/01/00 
Massachusetts  07/01/02 West Virginia   02/15/00 
Michigan  07/01/03 Wisconsin  01/01/01 
Mississippi  02/01/95 Wyoming  01/01/00 
Missouri 06/30/99  
 
 
5 states that have adopted the 150-hour requirement with an effective date after 2003 
 
Arizona   06/30/04 New York  08/01/09 
Minnesota  07/01/06 Virginia  01/01/06 
New Mexico  07/01/04  
 
 
5 states still working towards adoption of the 150-hour requirement 
 
California   N/A   New Hampshire   N/A 
Colorado  N/Aa   Vermont N/A 
Delaware  N/A    
 
Note. From AICPA (2003d).  
aOn 6/1/2000, Colorado rescinded its adoption of the 150-rule because it presented a barrier to entry into 
the profession (Colbert & Murray, 2001). 
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APPENDIX C 
SURVEY INSTRUMENT 
 
I. Five personal competencies are listed below.  Place an “X” in the box that describes the 
degree to which you believe your accounting degree(s) enhanced that competency.  A 
description of each competency is included.  Answer the items based on your work experiences 
since graduation.  There are no right or wrong answers. 
Competency None  
 
1 
Very 
Little  
2 
Some  
 
3 
Quite 
a Bit 
4 
Very 
Much 
5 
1. Professional Demeanor 
Description:  
a. Evaluate information objectively 
b. Respect confidentiality of business dealings 
c. Behave according to ethical standards  
d. Strive for quality and efficiency at work 
e. Accept professional criticism and evaluation 
f. Dress appropriately for the workplace 
     
      
2. Problem Solving/Decision 
Making 
Description: 
a. Think creatively 
b. Follow directions 
c. Adapt to new contexts in the workplace 
d. Propose and evaluate alternative solutions 
e. Consider contingencies/future developments 
f. Evaluate significance of evidence/facts 
     
      
3. Interaction 
Description: 
a. Recognize value of diverse groups  
b. Work productively on a team  
c. Accept guidance from team members 
d. Follow team protocol 
     
      
4. Leadership 
Description: 
a. Lead team projects 
b. Value input of others 
c. Encourage compromise or consensus 
d. Motivate others to accomplish objectives 
     
      
5. Communication 
Description: 
a. Listen effectively 
b. Use correct grammar/spelling in documents 
c. Write clearly and concisely 
d. Ask clients/customers appropriate questions 
e. Select appropriate media for presentations 
f. Deliver direct, organized presentations 
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II. Below is a listing of undergraduate and graduate level accounting courses offered at Louisiana State University.  Rate the degree to 
which you believe the courses enhanced your competencies in the areas of professional demeanor, problem solving/decision making, 
interaction, leadership, or communication by circling the appropriate number on the rating scale.  If you did not take the course, put an 
“X” in the box provided.  Also, briefly describe activities in any courses that helped develop your competencies, eg., oral 
presentations, group projects, role playing.  The first course is an example provided for you.  
 
Scale: 1 – None, 2 – Very little, 3 – Some, 4 – Quite a Bit, 5 – Very Much 
 
Course Professional 
Demeanor 
Problem 
Solving / 
Decision 
Making 
Interaction Leadership Communication Did not 
take course 
Relevant Activities 
ACCT 9999: 
Accouting 
Principles 
 
 
1  2  3  4  5  
 
  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
  
In-class team projects; creative games; 
 
strict deadlines for turning in work 
ACCT 2021: 
Intermediate 
Accounting I 
 
1  2  3  4  5  
 
  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
 
________________________________ 
 
________________________________ 
ACCT 3021: 
Intermediate 
Acctg II 
 
1  2  3  4  5  
 
  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 3121: 
Cost Analysis 
& Control 
 
 
1  2  3  4  5  
 
  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
 
________________________________ 
 
________________________________ 
ACCT 3122 
(formerly 
4321): 
Accounting 
Info Systems  
 
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
 
________________________________ 
 
________________________________ 
 
________________________________ 
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Scale: 1 – None, 2 – Very little, 3 – Some, 4 – Quite a Bit, 5 – Very Much 
 
Course Professional 
Demeanor 
Problem 
Solving / 
Decision 
Making 
Interaction Leadership Communication Did not 
take course 
Relevant Activities 
ACCT 3221: 
Income Tax 
Accounting I 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 3222: 
Auditing 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 3233: 
Internal 
Auditing I 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4022: 
Advanced 
Accounting 
 
 
1  2  3  4  5  
 
1  2  3  4  5 
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4121: 
Advanced Cost 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4221:  
Income Tax 
Accounting II 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4232: 
Advanced 
Auditing 
 
 
1  2  3  4  5 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
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Scale: 1 – None, 2 – Very little, 3 – Some, 4 – Quite a Bit, 5 – Very Much 
 
Course Professional 
Demeanor 
Problem 
Solving / 
Decision 
Making 
Interaction Leadership Communication Did not 
take course 
Relevant Activities 
ACCT 4234:  
Internal 
Auditing II 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4235: 
Fraud Audit & 
Forensic Acctg  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4236: 
Environmental 
& Safety Audit 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4244: 
EDP Auditing 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4421: 
Government 
and Not-for -
Profit Acctg 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 4501: 
Petroleum 
Accounting 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
________________________________ 
 
________________________________ 
ACCT 7021: 
Advanced 
Theory of 
Accounts 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
________________________________ 
 
________________________________ 
 
________________________________ 
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Scale: 1 – None, 2 – Very little, 3 – Some, 4 – Quite a Bit, 5 – Very Much 
 
Course Professional 
Demeanor 
Problem 
Solving / 
Decision 
Making 
Interaction Leadership Communication Did not 
take course 
Relevant Activities 
ACCT 7122:  
Budgeting, 
Cost & Control 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 7201:  
Tax Aspects of 
Business 
Entities 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 7210:  
Tax Research, 
Planning and 
Decision 
Making 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
________________________________ 
 
________________________________ 
 
________________________________ 
ACCT 7222: 
Auditing 
Theory and 
Standards  
 
1  2  3  4  5 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
________________________________ 
 
________________________________ 
 
________________________________ 
ACCT 7233: 
Graduate 
Internal Audit 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 7234: 
Operational 
Auditing 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
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Scale: 1 – None, 2 – Very little, 3 – Some, 4 – Quite a Bit, 5 – Very Much 
 
Course Professional 
Demeanor 
Problem 
Solving / 
Decision 
Making 
Interaction Leadership Communication Did not 
take course 
Relevant Activities 
ACCT 7235: 
Fraud 
Auditing 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 7244:  
Systems 
Auditing 
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
ACCT 7310:  
Tax Aspects of 
Personal 
Financial 
Planning 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
1  2  3  4  5  
 
1  2  3  4  5  
 
 
 
________________________________ 
 
________________________________ 
 
 
 
III. In the space provided below, describe the type(s) of oral and written communication that is(are) performed regularly in your 
current job.  
____________________________________________________________________________________________________________
____________________________________________________________________________________________________________
____________________________________________________________________________________________________________
____________________________________________________________________________________________________________ 
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IV. Answer the following questions related to your background. 
 
1. Indicate below when you graduated and from which university you 
graduated.  Complete for each degree you have earned, not for any degrees 
that are in progress. 
 
Degree Semester Year University 
Bachelor’s _________ _____ _____________________________ 
Master’s _________ _____ _____________________________ 
 
2. Indicate below the type of degrees you earned.  If you earned an 
accounting degree, place an “X” in the box.  If you earned an Other 
Business or Non-Business degree, write in the type of degree earned. 
 
Degree Accounting Other Business Non-Business 
Bachelor’s  ________________ ________________ 
Master’s  ________________ ________________ 
 
3. Fill in the number of semester hours you completed for each degree 
earned, not for any degrees that are in progress.  Also, mark an “X” in the 
appropriate box to indicate your graduating GPA for each degree earned, 
not for any degrees that are in progress. 
 
Degree Semester Hours 
Completed 
 
<2.50 
 
2.50-2.99 
 
3.00-3.50 
 
>3.50 
Bachelor’s ______________     
Master’s ______________     
 
4. Mark an “X” in the box to indicate your current type of job. 
 
Public Accounting  
Industry   
Government  
Not-for-Profit  
Education  
Other  
Not Currently Employed  
 
5. If you are currently employed in public accounting, mark an 
“X” in the box to indicate your area of practice. 
 
Audit  
Tax  
Consulting  
Other  
 
6. Mark an “X” in the box if you have passed all parts of any of the 
following professional exams. 
 
Professional Exam Passed All Parts 
CPA  
CMA  
CIA  
Other: ____________  
 
Thank you for your participation! 
Please mail your completed survey in the enclosed postage-paid reply envelope. 
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Appendix D 
 
Cover Letter for Survey Instrument 
 
 
 
{Date} 
 
 
 
Dear Accounting Alumnus, 
 
 Your help is needed in gathering information about the accounting program at 
Louisiana State University.  The enclosed survey is part of a research study being 
conducted to determine whether graduates feel the accounting program helped develop 
personal competencies needed for entry into the accounting profession.  Completing this 
survey will assist the Department of Accounting in its goal of continuous improvement 
of the accounting program.   
Please complete the enclosed survey and answer the questions based on your 
work experience since you graduated.  After completing the survey, return it in the 
enclosed postage paid envelope.  If you return the survey by {insert date}, you will be 
eligible to win a drawing for $100 cash.  (See enclosed postcard for more details.)   
By completing and returning the survey, you are giving your consent to 
participate in the study.  The survey should take no more than 10 minutes of your time.  
Thank you for your participation.     
 
     Sincerely, 
 
 
 
     {Signature} 
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APPENDIX E 
 
POSTCARD INSERT FOR SURVEY INSTRUMENT 
 
 
You could be eligible to win $100 cash! 
 
If you return the enclosed survey by {insert date}, you will be entered in a 
drawing to win $100 cash.  Simply provide your name and address below and 
return this postcard with your completed survey in the enclosed envelope.   
 
Name  _____________________ 
Address  _____________________ 
  _____________________ 
 
Note: The returned envelopes will be opened by an independent third party.  
The postcards will be separated from the survey forms, therefore, the 
name on the postcard will not be identified with a particular survey.   
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 APPLICATION FOR EXEMPTION FROM 
INSTITUTIONAL OVERSIGHT 
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APPENDIX G 
 
COMPLETE LISTING OF RESPONSES FROM PART III 
OF SURVEY INSTRUMENT 
 
Public Accounting – Auditing (N=32) 
 
1. I am constantly speaking to clients (phone, fax, e-mail, face-to-face).  We write 
a lot of inter-company memos, memos for next time, and audit notes, as well as 
tickmark explanations. 
2. I am working at a Big Four.  My job requires a lot of writing and oral skills in 
documenting the work performed. 
3. Senior Auditor – preparation of FS, reports and letters to management and BOD 
of clients, oral presentation of FS to BOD, oral reports to CPA firm on new 
pronouncements. 
4. Documenting work performed in completing an audit. Drafting reports for 
boards/mgmt at completion of the audit.  Discussion with team (peers to 
partners) the status of the audit. 
5. I have to write reports for audits.  Also, need to portray scope & attributes of 
testwork completed as well as conclusions during audits. 
6. Documentation in a database of all work performed.  System and control process 
narratives.  E-mail correspondence.  In person and on the phone client 
interviews, meetings with upper management of the client and my firm. 
7. I currently work for KPMG LLP as an auditor.  My current job requires lots of 
oral communication with clients focusing upon problem resolution, etc.  I also 
write professional letters to clients, lawyers, actuaries, and other professionals. 
8. As I am in audit (public accounting), oral communications with both the client 
and audit team are required on a daily basis.  In addition, our workpapers 
include extensive written communication concerning technical issues and 
applicable accounting pronouncements. 
9. Oral communication daily with clients.  Written communication for internal & 
external use. 
10. A lot of memos documenting findings in workplace.  A lot of communication 
with audit team & client. 
11. Oral communication – talk to clients on a daily basis (telephone, meetings, etc.).  
While out on an audit engagement, I usually talk to many employees requesting 
client-prepared papers or discuss many things that may arise during the audit.  
Written communication – I create workpapers and memos on a daily basis and 
assist in writing footnotes for audit reports. 
12. I am constantly writing memos on a daily basis as workpapers, as well as written 
e-mails to my coworkers and clients.  I do not currently give oral presentations 
but I expect to do this on occasion in the future. 
13. Conversations with client.  Documentation of findings. 
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Public Accounting – Auditing (continued) 
 
14. Writing memos, talking to clients, preparing workpapers. 
15. Constant communication with highest level employees. 
16. Oral and written communication is extremely important.  We are constantly 
communicating with clients both orally and written. 
17. Oral communication with clients.  Written documentation for workpapers.  Oral 
communication with team. 
18. Client interviews, e-mail within company, oral & written communications with 
superiors very important. 
19. My current job as an auditor requires me to have frequent contact both written 
and oral with clients and audit committees. 
20. Memoranda – both for audit documentation and communicating with clients & 
colleagues.  Oral communication – I’m constantly on the phone with clients.  I 
also make lots of presentations. 
21. I am an auditor for one of the large accounting firms.  I am constantly 
communicating with managers, partners, and clients.  The most challenging 
thing for me is the documentation.  I wish that I could have learned more about 
documenting accounting and auditing topic s. 
22. E-mails, voice mail messages, face-to-face conversations with clients.  Team 
planning meetings. 
23. Oral - discussion with clients and fellow employees regarding accounting issues.  
Phone calls, in person, etc.  Written – tickmarks, memos to audit files, narratives 
to document processes, etc. 
24. Oral – constant interaction with audit team – teaching staff, communicating 
issues with managers, answering questions from partner review – constant 
interaction with clients from CFO/CEO to clerks.  Written – constant 
preparation of audit workpapers requires extensive written communications – 
must be clear and concise so readers can understand and next year’s audit team 
can follow my footsteps. 
25. As an auditor, I constantly communicate with partners, managers, staff and 
client employees of all levels.  This communication can be verbal, as well as 
written.  Written communication can be in memos, formal reports, power point 
presentations, e-mails, etc.  All communication can be formal or informal 
depending on the situation. 
26. Management recommendations, flowcharts, describing processes, speaking with 
management daily concerning problems. 
27. We communicate with clients both orally and written on a regular basis. 
28. Public accounting – multiple day interactions with client and audit staff 
29. Lots of group communication involved; part of an audit staff; teamwork, 
professionalism, and communication skills are crucial. 
30. Meetings with client personnel and management; audit testwork documentation; 
audit reports; audit findings 
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Public Accounting – Auditing (continued) 
 
31. I communicate with controllers and CFOs on a day-to-day basis.  Through 
corporate auditing, I provide explanations and documentation for every issue 
that may arise.  I am expected to possess excellent communication skills with 
the client and coworkers. 
32. Letters to clients, e-mails to supervisors, presentations, team projects, 
documentation of workpapers. 
 
Public Accounting – Tax (N =6) 
 
1. Memos, projects, interoffice e-mail, meetings 
2. Communicate status of jobs between partners and co-workers.  Correspondence 
between clients and government officials.  Participate in group discussions in 
department and niche meetings. 
3. Training, clarification of procedures for completing tasks assigned, working in a 
small office with the same people every day requires the development of healthy 
and productive relationships with co-workers, preparing letters to IRS and state 
revenue departments. 
4. E-mail, telephone conversations, learning session presentations. 
5. Communication with client in person and through electronic means.  Writing 
letters to client personnel.  Communication with co-workers and peers.  
Networking. 
6. Opinions, memos to clients, internal memos to partners. 
 
Public Accounting – Other (N = 12) 
 
1. I am currently required to perform several types of written communication 
including narratives and flowcharts of control environments, documentation of 
client interviews, conclusions/findings of testwork, and internal audit reports 
issued to executive management.  Oral communication includes interviews with 
client personnel and interaction with firm (public accounting) senior 
management.   
2. E-mails, voice mails, reports, responses to inquiries (SEC, other), participation 
in internal meetings, participation in client meetings, presentations to clients and 
other groups, representing the firm for recruiting/interviewing, workpapers. 
3. Memos, job proposals, reports, information requests to clients, PowerPoint 
presentations, letters to IRS.  Software used often: Microsoft Office, IDEA, 
Monarch, Tax software. 
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Public Accounting – Other (continued) 
 
4. Written communication is VERY important, as the majority of my job deals 
with documenting processes, risks, controls, recommendations, findings, etc.  
We use various methods to present such information to clients and internal 
management.  Methods used include 1) Word narratives, memos, reports, 2) 
Excel spreadsheets, charts, graphs, calculations, etc., 3) flowcharts (a skill I wish 
would have been emphasized in an accounting course as it’s VERY influential 
for SOX 404 work), and 4) powerpoint presentations (thank you to both Dr. 
Apostolou’s for helping build this skill).  Oral communication is also VERY 
important, as client interaction is a surety!  We present ourselves through written 
and oral communication from the opening meeting, through the audit, and on to 
the close.  Practice makes perfect, so in-class presentations are very helpful in 
building this skill (before you get to the client environment). 
5. Constantly discussing tax laws, client accounts – transactions.  We send 
correspondence to clients and call clients extensively. 
6. Communication with clients, audit staff members, partners. 
7. Being able to accurately convey information to clients is most important.  This 
includes all forms of oral and written communication. 
8. Many memos, audit reports, management letters, management representation 
letters, letters to clients, e-mails, various schedules, audited financial statements, 
reviews, compilations and tax returns. 
9. Written – e-mails, letters to clients, letters to IRS, attorneys, etc.  Oral – staff 
meetings, meetings with boss, on-site visits with clients, regular phone calls with 
clients, banks, IRS, etc. 
10. Communication with clients to request additional information.  Written letters to 
tax agencies for clients, 
11. Oral – communication relating to daily activities and giving or receiving 
instructions from others.  Written – e-mail. 
12. Oral – one-on-one, phone conversations.  Written – e-mails, reports, 
workpapers. 
 
Industry (N=26) 
 
1. Interviewing accounting process owners, business meetings, written audit 
reports and communicating results orally. 
2. Written communication - write 10-K and 10-Q reports, etc.  Oral – be able to 
communicate results with KPMG, to CEO, CFO, and BOD. 
3. Giving presentations to managers on cost issues, constant e-mailing to managers 
and peers. 
4. Audit response, e-mail, presentation. 
5. Verification, e-mails, letters to administration, contracts, teaching others acctg 
system. 
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Industry (continued) 
 
6. Faxes and phone conversations, mostly one-on-one. 
7. E-mails to vendors about problems, telephone communication with office staff, 
presenting material to supervisors to aid decision making. 
8. Opening/closing conferences and update meetings with executives and senior 
VPs.  Writing audit reports. 
9. Document audit work, write audit issue summaries for audit findings, explain 
audit findings at closing meetings with management. 
10. Interact daily with employees I supervise (management issues).  Frequent 
meetings and planning sessions with colleagues.  Regular letters to various 
business associates. 
11. E-mails with staff, customer service, documentation. 
12. Written communication in the form of audit reports, management reporting, 
detailed analysis and presentation utilizing Excel, Word, and PowerPoint.  Oral 
communication in presenting audit observations to key management and 
participating in special projects such as business controls programs. 
13. I have weekly status meetings with management that require effective 
communication skills.  I also document all of my activities daily. 
14. Written communication is mostly in the form of formalized e-mails and 
spreadsheet analysis.  Oral communication exists with subordinates as well as 
upper management up to and including general manager. 
15. Writing e-mails, working on teams, writing use manuals or user help documents, 
writing letters, describing how something works to others. 
16. There is a lot of both of these.  I must send letters to companies and taxing 
authorities on a regular basis as well as speaking to them on the phone and by e-
mail. 
17. Weekly staff meetings, balance sheet fluctuations, conference calls, e-mails with 
parent co. on intercompany issues. 
18. I regularly draft sections of the 10-Q and 10-K as well as memos to management 
regarding explanations for variances in account balances and variances from 
plan. 
19. Oral communication with tax manager and tax director regarding complicated 
tax issues and problem solving.  Written memos in tax files.  Letters to 
department of revenue. 
20. Audit reports, presentations to CFO, CAO, conduct interviews on routine basis. 
21. I work at Turner Broadcasting System, Inc. in Atlanta, GA.  Even as a staff 
accountant I interact regularly with senior management in meetings, via memos, 
and via e-mails.  In addition, I regularly lead staff meetings and various team 
meetings within my department. 
22. E-mail, formal presentations to groups, presentations to auditees and mgmt. 
23. Reports and presentations to executive management. 
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Industry (continued) 
 
24. Oral communication usually involves telephone conversations with third party 
consultants.  Written communication is usually in the form of e-mails and 
occasionally memos to employees. 
25. Constant communication with financial managers about revenues and budgets.  
I’m also in constant contact with clients explaining what I need to be able to 
recognize revenues per the Sarbanes Oxley Act. 
26. I am currently in a supervisor role and I have to teach concepts of accounting to 
the employees under me. 
 
Other (N=24) 
 
1. Financial statements and reports, employee evaluations, workgroup 
management, professional service contracts, training sessions, group/committee 
participation and leadership, budget appeals letters and justification, request for 
proposals. 
2. As a supervisor in a governmental agency, I communicate very frequently both 
orally and by written means.  I communicate to both employees as well as the 
state through various correspondence that must take place.  I also communicate 
to various boards or councils. 
3. I am required to interview people regarding audits on a daily basis.  I have to 
document findings and explain questioned items to superiors. 
4. Most written and oral communication at my current job are very, very relaxed.  
Here there is no real professionalism in our communications. 
5. Communication with vendors, oral or written.  Internal memos within a 
department. 
6. Write audit reports, memos documenting interviews with personnel, directors, 
and managers, and conduct meetings with auditees. 
7. Oral – speaking to agency personnel in order to obtain an understanding of daily 
operations and internal controls.  Written – writing narratives to describe audit 
procedures performed and to document my understanding of operations. 
8. I am in governmental auditing and have to interview agency personnel on a 
daily basis.  We work in audit teams where we communicate with each other 
and out supervisors constantly.  We prepare detailed narratives explaining the 
work performed for every assignment that we work on. 
9. Interviewing and communicating findings to auditees.  Writing workpapers and 
reports. 
10. Well I currently work at LSU in Accounting Services so my governmental 
accounting class was really helpful and bits and pieces of other classes are 
useful.  I really feel the test are extremely hard and there is never enough time to 
complete them. 
11. Phone, e-mail, conference calls, meetings 
12. I do quite a bit of A/R collections which requires me to talk to sponsors who 
owe money to us via telephone, e-mail, and demand letters. 
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Other (continued) 
 
13. Written – memos, e-mails, status reports for projects and workload.  Oral – 
meetings (staff) 
14. I have to present my financials to the CFO so that he can present them to the 
Board. 
15. I regularly communicate both orally and through e-mails and memos with co-
workers and superiors.  Most communications consist of questions and answers 
for data gathering and reporting on the information. 
16. Written reports turned into supervisors on a daily basis.  Oral presentations 
given to grand juries outlining facts of a case.  Written interview and 
investigation reports for prosecution files.  Interview witnesses and suspects 
involved in cases.  Letters/telephone calls to gather information.  Prepare 
subpoenas and warrants. 
17. Reporting to my boss regularly about how much commissions each broker is 
making or bringing in and balances for each account.   
18. I own my own restaurant, so I do every aspect of the business and the 
management side of the business.   
19. E-mails to management, letters of response to auditors, discussing accounting 
issues with CFO.   
20. Aside from case studies, the primary uses of communication include written 
interactions with clients, formal presentation writing, press releases, and articles 
on websites and professional publications.  I am able to communicate in these 
formats because of my second bachelor’s in Mass Communication.  
Communication and presentation has long been a weak attribute of the 
accounting profession.   
21. I still give presentations on problems facing business on a weekly basis.  These 
presentations may be solo or with a group and may be given to one person or a 
group.  I regularly write memos concerning business to fellow co-workers on a 
daily basis. 
22. Training presentations, process flowcharts, analysis memos, process narratives.   
23. Communicating requirements, problems to customers, peers, and management 
via e-mail, phone, meetings. 
24. As of right now I do not have a job.  I am having a problem finding a job.   
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